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ABSTRACT 
An Exploratory Thematic Apperception Systems-Oriented 
Test to Measure Adaptation Patterns of Hispanic 
Elementary School Children 
(January 1984) 
Maria L. Platone, Psychologist, Central University 
of Venezuela; M.S. Central University of 
Venezuela; Ed.D., University of Massachusetts 
Directed by: Dr. Ena Vazquez-Nutall 
Literature documents that assessment of Hispanic 
children in United States school systems is often biased 
by a lack of understanding of their family cultural 
background. 
Clinicians who are unaware of cultural differences 
may take as idiosyncratic a culturally prescribed pattern 
of interaction within a family system. Also, not accounting 
for family transactions with external systems may lead to 
interventions at the wrong level of the system (Canino, 
1980; Coppersmith, 1972; Minuchin, 1970; Montalvo, 1974; 
Ramirez, 1972). 
The purpose of this research was to construct a 
culturally sensitive and systems oriented measure reflecting 
adaptation patterns of Hispanic children to mainland school 
systerns. 
Subjects were sixty Hispanic children attending first 
to sixth grades in public schools. Thirty of the children 
were students without identified behavioral problems and 
thirty needed core evaluation because of poor achievement 
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and poor overall adjustment. 
Cronbach's Coerfficient Alphas ranged from .86 to .94, 
reflecting an acceptable reliability of the instrument. 
Two judges with expertise in school and clinical work with 
Hispanic children agreed on 99 percent of the 76 items of 
the test. Thus, "El Chico" test is congruent with the 
purposes intended. 
Hypotheses related to adaptation patterns were 
discussed. Results supported the hypotheses. 
The group with adaptation problems had a statistically 
significant (p <..001) number of more conflictual responses 
relating to affective relationships at school and at home. 
Also, a significant difference (p c.001) was found between 
the two groups of children with respect to adaptability to 
authority figures and norms of school and family systems. 
Consistently, Hispanic children with identified behavioral 
problems reported more conflict in their transactions with 
teachers and parents. Communication patterns were found 
consistently (p < .001) of more conflictual issues in verbal 
transactions between school officials and parents. In 
addition, children's responses were qualitatively analysed to 
emphasize life style, values, and stresses in their everyday 
life on the mainland. 
A consistent and reliable scoring system is provided. 
Finally, implications of the research for practice and public 
policy are presented. 
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CHAPTER I 
INTRODUCTION 
General Nature of the Problem 
Ethnicity is a powerful influence in determining 
identity. A sense of belonging and historical continuity 
is a basic psychological need (Giordano & Giordano, 1977). 
Our cultural values and assumptions are generally outside 
of our awareness. We see the world through our own 
"cultural filters", often persisting in established views 
despite even clear evidence to the contrary (Watzlawick, 
1976) . 
My interest in cultural values, families, teachers, 
and children started wften I found a "chico" (kid) of nine 
years old sobbing in a corner of the school playground. 
He refused to go to a "gym and music class" because, as 
he said, his father referred to this activity as "girls' 
stuff". The teacher, in turn, believed that refusing to 
participate was disrespectful to authority and school norms. 
"Chico" was caught in the middle of a cultural 
conflict, but he did not understand it; neither did his 
father nor his teacher. He was feeling a lot of frustra¬ 
tion and confusion. 
1 
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The subject of ethnicity evokes deep feelings, and 
discussion frequently becomes polarized (McGoldrick, 1982) 
As a result of my professional responsibilities as a 
bilingual-bicultural psychologist serving Hispanic families 
in the City of Holyoke, I became increasingly aware of 
the need to understand the ethnic and cultural differences 
in family systems as well as how these differences may be 
perceived either as appropriate or dysfunctional from the 
perspective of another culture. 
A clinician who is unaware of these cultural 
differences may take as idiosyncratic a family system's 
culturally prescribed pattern of interaction. Also, not 
accounting for family transactions with external systems 
may lead to interventions at the wrong level of the 
system (Canino, 1980; Coppersmith, 1982; Minuchin, 1970; 
Montalvo, 1974; Ramirez, 1972). On the other hand, as 
most time in a child's life is spent between family and 
school, school becomes an element to be considered and 
assessed in order to understand adaptation problems of the 
Hispanic child (Ramirez, 1972). However, the psychological 
assessor, as part of the dominant culture, is subject to 
cultural stereotyping, especially when using techniques 
which are biased (Sundberg & Gonzalez, 1981). 
There are an increasing number of studies which 
relate to the discriminatory use of testing procedures in 
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the United States. Educational institutions make extensive 
use of diagnostic, classificatory and prescriptive inter¬ 
ventions based on tests designed and constructed by white 
middle-class professionals and standardized without Hispanic 
representation (Padilla, 1979; Rodriguez-Fernandez, 1981; 
Turnbull, 1978). Furthermore, Hispanic children's cultural 
and socioeconomic backgrounds are not taken into considera¬ 
tion (Oakland, 1977). Results of these assessments have 
long lasting implications for Hispanic children's 
adaptation and assimilation into the mainstream of the 
economy (Margolis, 1968). 
As a result, the school system fails to comply with 
laws and regulations promulgated by the state. For 
instance. Chapter 622 refers to a Commonwealth of 
Massachusetts law, enacted in 1971, which guarantees 
access to all public schools and public school programs 
without regard to race, color, sex, religion, or national 
origin. On June 24, 1975, the State Board of Education 
issued regulations relative to this statute. They were 
promulgated to "insure the right of access to public 
schools of the Commonwealth and the equal enjoyment of the 
opportunities, advantages, privileges and courses of study 
at such schools". 
From the above statements, it is obvious that there 
is a need for assessment techniques based on different ways 
4 
of conceptualizing adaptation problems of ethnic minority 
children. These techniques should provide a different per¬ 
spective on problem-resolution with respect to educational 
problems. They should also take into account the context 
of family-school systems and their influence on the adapta¬ 
tion process of the culturally "different" child (Aponte, 
1976; Tucker & Dyson, 1976). 
The clinical model, which labels a child's behavioral 
problems in its diagnosis, is limited in the case of 
cultural differences between family and school. Children 
are often acting-out their confusion about different adults' 
expectations and values concerning their behavior. Only 
when family and school systems are consistent with respect 
to values, authority, rules and interactions, can the child 
respond with a behavior in accordance with his/her level of 
maturity and potentiality. In this case, the child 
gradually develops a sense of self-worth as an individual 
and a cultural identity as a member of the larger society. 
When school and family are in antagonistic positions, 
traditional methods of resolving school problems are in¬ 
effective in addressing the needs of children, parents, 
and teachers. Diagnosis will only label the child's 
behavior with a linear and partial point of view. This is 
not conducive to an intervention that takes into account 
the dynamics of each system and how these maintain the 
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problem. The child is then discriminated against and/or 
the family or school scapegoated as the source of the 
child's problem. This does not provide an adequate solu¬ 
tion to the problem. A great effort has been made in the 
present study to simplify these basic dimensions in the 
construction of an assessment technique that provides 
significant data about Hispanic children's adaptation 
patterns on the mainland. 
Purpose and Description of the Study 
The purposes of this study are twofold. First, it 
seeks to construct a culturally sensitive, systems 
oriented measure to assess Hispanic children; second, it 
tries to gain more understanding of the process of 
adaptation of urban Hispanic children attending United 
States elementary school systems. 
To construct the instrument, a theoretical frame of 
reference was developed documented on a wide literature 
review on cross-cultural and projective techniques. 
Systems theory about family transactions was discussed 
and taken into consideration to establish the basic 
dimensions on which the behavior domains of the measure 
were to be drawn (Olson, Russell & Sprenkle, 1980)• 
Affect (issues relevant to emotional involvement), 
and power (issues relevant to external and internal control) 
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were found to be two basic dimensions influencing child- 
rearing practices of any culture. Another dimension, 
communication patterns, also was found relevant to exploring 
transactions among family members and external systems 
(Haley, 1964; Minuchin, 1974a; Minuchin, 1974b; Selvini- 
Palazzoli, Boscolo, Cecchin & Prata, 1978; Watzlawick, 
Beavin & Jackson, 1967). 
Drawn from theories relevant to systems work, 
ecological systems, family structure, and family process, 
a theoretical paradigm was presented in the study to under¬ 
stand the ecosystemic model proposed. This ecosystemic 
paradigm is intended: 1) as an alternative to a clinical 
model and 2) to provide data about how school age children 
adapt their needs in response to the pressures of their 
environment. Thus, psychopathological labels and "scape¬ 
goating" practices are avoided. Symptomatic behavior is 
considered as "a communicative act" (Watzlawick, Weakland 
& Fish, 1974) which is functional within the interpersonal 
network to maintain the homeostasis of a dynsfunctional 
system. This model takes into account structural components 
of the family: 1) the personal system, 2) the immediate 
family, 3) the extended family and friends, 4) the 
community agencies, and 5) the cultural values. 
The instrument consists of 16 picture stimuli 
depicting backgrounds and characters of Hispanic origin, 
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thus, it is sensitive to Hispanic culture. It is intended 
as a screening instrument in planning intervention and 
prevention programs to support children in the context of 
their families. 
El Chico" test specifically measures: 
a) Emotional involvement and conflict the child 
experiences in relationships with parents, 
peers, and teachers. 
b) Adaptability of the child in relationships 
with authority figures such as teachers and 
parents, and to the norms of home and school 
system. 
c) Communication patterns between child, parents, 
and teachers. 
Findings may refer to family socioeconomic conditions, 
however, the research does not pretend to describe actual 
environmental conditions of Hispanic elementary school 
children. The purpose is to analyze how children react to 
belonging to two different cultures and understand how these 
circumstances affect children in their adaptation process 
to the mainland. 
Main Definitions 
Healthy/Unhealthy Adaptation Patterns: Taking into con¬ 
sideration the two basic dimensions of Affective relationship 
(close to conflictual); and Power (assertive to conflictual), 
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healthy adaptation patterns would be anywhere on the 
continuum toward the polarity of "close" affective relation¬ 
ships and "assertive" use of power. Unhealthy adaptation 
patterns would be any point toward the polarity of "con- 
flictual affective relationships and "conflictual" use of 
power (Figure 1). 
1) Power 
Assertive Conflictual 
Healthy 
Adaptation 2) Affect 
Patterns 
Unhealthy 
Adaptation 
Patterns 
Close 
Relationship 
Conflictual 
Figure 1: Healthy/Unhealthy Adaptation 
Patterns Diagram 
Adaptation to school is defined as the child's adjustment 
revealed by the measure in this way: 
a) close emotional involvement with teachers and 
peers at school, with parents and siblings 
at home; 
b) assertive functional relationships with teachers 
and peers at school, with parents and siblings 
as home; 
c) supportive communication patterns among child, 
parents, and school personnel. 
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Methodology 
To ascertain whether Hispanic children with identi¬ 
fied behavioral problems at school are more likely to 
exhibit conflictual issues in affective relationships, 
adaptability to authority and norms, and communication 
patterns than Hispanic children without behavioral problems, 
a measure was developed by the author. This measure 
consists of two parts: Family and School sets. Each 
set has eight pictures. The sixteen pictures of "El Chico" 
test provides six pictures for both boys and girls, five 
for boys only (B) , and five for girls only (G) . A detailed 
description of the test is provided in Chapter IV. 
Sixty Hispanic elementary school children were 
grouped into two groups: Group 1, children with identified 
behavioral probems; and Group 2, children without school 
adaptation problems. They were administered the test, and 
protocols scored following the criteria set in the specific 
scoring system of the measure. Statistical analysis and 
findings are detailed in Chapter V. 
Limitations 
The study must be looked upon as exploratory due to 
the small number of cases, limited age range, and Puerto Rican 
origin of the sample. Children were mostly of Puerto 
Rican origin. A larger and more randomly selected group 
would be more representative of Hispanic children across the 
nation. 
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This study does not consider differences in adapta¬ 
tion for children of first, second, and third generation 
families who may experience acculturation difficulty. 
The research is not intended to describe socio¬ 
economic conditions of Hispanic children. A study comparing 
Hispanics of low socioeconomic status with those of middle 
and high status would be more representative of variations 
in the adaptation process. 
Chapter Outline 
This study concentrates on the assessment of Hispanic 
school children. Chapter I is an introduction. It states 
the background of the problem, the purpose of the study, 
and the need for a new approach to helping children. 
Chapter II introduces a summary and overview of the 
dilemma confronted by the family in a transitional stage. 
The review of the literature has been organized to emphasize 
the importance of understanding ethnic and cultural 
differences of family systems before programming inter¬ 
ventions. Hispanic families are the focus of this chapter 
which outlines Latino cultural characteristics and their 
impact on children's behavioral adjustment when they come 
in contact with the school system. In this section, findings 
of research conducted in Venezuela during the last fifteen 
years and the researcher's experience as a psychologist and 
school consultant are taken into account. 
11 
A second crucial component of the review chapter 
consists of the review of some basic notions and definitions 
about assessment. Because of the extensiveness of fields 
covered, the review is divided into four sections which 
include the following: (1) culture and ethnic assessment 
issues, specifically related to cross-cultural research 
methodology, (2) projective techniques and their use for 
cmss-ctiltural research, particularly focused on Hispanic 
minority groups and family interactions, and (3) culture, 
schools, families and assessment, where the ecology of 
relationships of these three systems are outlined. The 
review of the literature concentrates on discriminatory 
assessment practices and their consequences for the 
personal adjustment of Hispanic children. Value-linked 
behaviors of Hispanic children are presented to alert 
against biases in assessment. The fourth section outlines 
a new role of the assessor demanding a broader level of 
functioning. This role includes changing perceptions of 
school staff and families of referred children so as to 
increase mutual trust and constructive communication. 
Chapter III provides the theoretical framework upon 
which this study is based. Drawn from theories relevant 
to systems work, ecological systems, family structure, and 
family process, a theoretical paradigm is presented as a 
frame of reference for construction of the assessment 
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instrument, "El Chico" test. This test provides data about 
how school age children adapt their needs in response to 
pressures in their environment. 
Chapter IV encompasses the methodology used in this 
study. Here, the problem is stated, the hypotheses proposed 
and operationalized, and the design and procedures 
discussed. A description of the measure as well as the 
general instructions for administration and coding are 
included. 
The findings are analyzed in Chapter V. Organized 
according to the major statistical tasks involved in the 
investigation, content validation of the measure, inter¬ 
scorer reliability, statistical description of the sample, 
and statistical analyses of the various hypotheses are 
discussed. The final segment of this chapter summarizes 
the findings with respect to support or rejection of the 
hypotheses presented, and discusses further children's 
responses to the measure, "El Chico Test". 
Chapter VI discusses and summarizes the major 
findings and conclusions of the study. The similarities 
and differences between the two groups of Hispanic children 
with and without identified behavioral problems are high¬ 
lighted. Limitations, suggestions for further research, 
and concluding remarks finalize the chapter. 
Chapter VII integrates the practical implications 
levance of the findings for assessment 
of the research and re 
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and public policy related to adaptation of Hispanic children 
to United States school systems. 
Finally a selected bibliography provides the 
references which were mentioned in this study. However, 
many other authors have contributed to knowledge and 
understanding of child development, child psychology, and 
sociocultural issues involved in the adaptation process of 
Hispanic children. In the Appendix section, English and 
Spanish versions of "El Chico" Test are included as well as 
its scoring and coding systems. Various tables of the 
statistical analysis of findings are also included in the 
Appendix. 
CHAPTER II 
REVIEW OF THE LITERATURE 
This chapter consists of five literature review 
sections which describe the areas of information and 
theory that are incorporated and integrated in this study. 
The first section deals with cultural concepts and values 
in Hispanic families that distinguish their basic patterns 
of family functioning from Anglo Middle-class culture. 
Elements that due to cultural differences, may be con- 
flictual for Hispanic children in their relationships with 
teachers and peers at school, are identified. 
The second review section is the major task of 
this study. Basic concepts and definitions of cross- 
cultural assessment are discussed, as well as development 
of procedures useful for understanding a given culture. 
The third review section relates to the strategies 
used to explore ethnic and cultural differences. Use of 
projective techniques in cross-cultural assessment as 
well as their assumptions and limitations are discussed. 
Special emphasis has been given to various approaches 
involving the family as a unit of observation to reveal 
and categorize typical family behaviors and patterns. 
14 
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The section "learning potentials and ecologies" 
relates the major issues of this study: Culture, Family, 
School, and Assessment as the main threads interwoven 
in the child's adaptive processes. Finally, the role of 
assessor from an ecosystemic approach implies new 
responsibilities for examiner, to comply with the functions 
of connector, translator, and consultant to systems forming 
the environment of the child. This is particularly 
important when, as is the case of Hispanics in the United 
States, discrepancies in values and cultural backgrounds 
between school and family are considered. 
Cultural Concepts and Values in Hispanic Families 
The focus of this section is on basic family 
functioning patterns that distinguish "Latino culture" 
and "Anglo middle-class culture". Much of the material 
is taken from Figler's (1980) and Rodriguez-Fernandez' s 
(1981) doctoral dissertations, as well as Rodriguez's 
(1982) comprehensive review of the literature relevant 
to Puerto Rican migration and assimilation in the main¬ 
land. Additional input concerning family functioning 
patterns of Venezuelan and other South American countries 
stem from our own research on family structure and 
dynamics (Platone, 1970) as well as from articles and 
presentations on these topics from other authors. 
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Risk of oversimplification is always present in 
tasks of this sort. However, the Spanish origin culture 
predominant in Latin-America shares some common elements 
relevant to the construction of assessment techniques 
sensitive to Hispanic culture. The "Spanish Speaking" 
countries, as officially classified by the United States 
Census (1960), share a common language and the same 
predominant religious belief, Catholicism. Ethnic racial 
features are blended and cover an extensive and colorful 
range of characteristics, originated by a fusion of 
aboriginal ethnic groups with African slaves and Caucasians. 
Ethnicity is not an issue presently in Latin America. The 
"Third World", as it is sometimes politically called, 
presents a transitional economy from agriculture to a 
semi-developed industrialization. This trend causes a 
strong dependence on technology and importation from the 
more developed countries, especially the United States. 
Migrations to wealthier geographical areas or to other 
countries in search of a better life mobilize a large 
contingent of people. Many of them do not have the 
specialized skills necessary to compete for well paid 
jobs. Aspects of traditional Hispanic values are examined 
below and contrasted with predominant values of the 
United States. 
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Research done by Steiner (1974) outlines the 
following main traits ascribed to Latin populations: 
a) Extreme individual autonomy within absolute 
boundaries created by society. 
b) Orientation toward persons rather than toward 
ideas and abstractions. This strong preference 
for face to face contact and primary relation¬ 
ships (Mizio, 1981), is called "Personalismo". 
The reliance of Hispanic people on persons 
contrasts with the distant and impersonal life 
style of North Americans who have greater 
confidence in the organization and efficiency 
of the social system. 
c) Material gain is not a primary goal. It is of 
much greater importance to establish a close 
network of social and personal relationships 
to be used for economic or social advancement. 
This implies an accommodating attitude toward 
the solution of problems as it is important 
not to damage personal relationships. 
d) Emphasis on being rather than doing. It is 
important to safeguard the inner integrity of 
the individual against group pressure. Diaz- 
Royo (1975) has considered "Dignidad" 
(Dignity) and "Respeto" (Respect), the two main 
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themes in the lives of traditional Puerto 
Ricans. Dignity is an attribute related to 
a person's behavior when (s)he behaves in 
accordance with interpersonal prescriptions 
of tradition. Shame is the strongest sanction 
of the community to the violation of the code 
of dignity. Respect is the pre-requisite of 
all interpersonal acts. It is influenced by 
the age, sex, and socioeconomic status of the 
persons involved. For example, manifestations 
of the above are the distinction between 
"usted" (formal "you") and "tu" (informal "you"); 
"Dona" has a more formal connotation than "Mrs." 
There is less eye contact in a formal relation¬ 
ship than in an informal one. 
e) Sex role expectations have been labelled as 
"machismo" (manliness). This phenomenon has 
been defined as belligerent masculinity, 
sexual overcompensation in masculine identity, 
as well as sexual exploitation of the female 
(Mizio, 1974). However, the concept of 
"machismo" should be considered in the context 
of "marianismo", which overemphasizes the 
sacrificing figure of the female and mother 
(Romero, 1981). Men are expected to be 
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provider and protector of their families and 
to exercise authority in the family while 
women are central figures in the home. "The 
relationship between mother and children is 
particularly strong; and therefore the 
potentiality of forming alliances against the 
father when conflicts arise is very high" 
(Rodriguez, 1982, p. 17). 
f) Orientation to present rather than past or 
future. This links with a fatalistic, 
destiny-oriented outlook on life (Anderson and 
Johnson, 1974, p. 20). It also refers to a 
deterministic attitude that calls for adapting 
to the present rather than changing things for 
the future, as is the American's orientation. 
Belief that human behavior is controlled by 
supernatural forces is related to "Espiritismo" 
(Spiritualism) . Under this conception of the 
world. Latinos can channel aggression and 
relieve tensions during periods of stress and 
insecurity, such as periods of uprooting and 
migrating (Field, 1955). The function of 
spiritualism according to Delgado (1977) re¬ 
presents a means of coping with ever-changing 
environments such as mass migration from rural 
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to urban areas, or from less industrialized 
to more—industrialized countries. 
Presence of a spiritualist element in emotional 
problems among Hispanics demands adoption of a specific 
form of culturally-based therapy: use of authority 
and power by the folk healer, as well as suggestion 
techniques. The healer provides an acceptable explanation 
to the problem, relieving the person or family from possible 
responsibility, and giving the client(s) concrete, action- 
oriented treatment (Delgado, 1977; Merino, 1959). 
Farquhar and Christensen (1973) identified some 
areas of traditional Spanish culture which explain elements 
responsible for Hispanic children's responses in a testing 
situation and their difficulties adjusting to the American 
school system. Preoccupation with authority figures may 
cause confusion. Avoidance of eye contact with adults 
may be interpreted as an act of defiance by the teacher 
while for the child it is a matter of "respeto" or 
deference. Dependency on adults' instructions to proceed 
in a task may be seen as evidence of immaturity or lack 
of knowledge instead of a child's reluctance to show 
independence. 
A second area of conflict between teacher and child 
can derive from the cultural strong differentiation 
in sex roles. Boundaries established for girls require 
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that they adopt a submissive behavior, while boys are 
reinforced for "macho" oriented behavior. For example, 
school outings with the class are often forbidden to Hispanic 
girls and home economics or gym classes with girls are 
not seen as appropriate for boys. Teachers who insist 
that a child engage in these behaviors without considering 
differences in cultural backgrounds may confuse the child 
and cause inadvertent discipline problems. 
The role of parents is established in a way such 
that the father is the central authority figure and the 
wife and children, together with other members of the 
household, are expected to obey the rules, whether or 
not such rules seem reasonable. The double-standard of 
male superiority and freedom versus female dependence 
and submission may be perceived negatively by school 
officials who are used to a more egalitarian model of 
male-female relations. 
On the other hand, the Hispanic idea of extended 
family differs from the more typical mainland family 
consisting of mother, father, and children. Extended 
family is very important for these children and engenders 
a strong sense of belonging. The life-time bond between 
godparent and child is considered a sacred one and the 
child is taught to extend the same respect and loyalties 
to godparents as to his/her natural parents (Munllo-Rohde, 
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1976). Shared moral and financial support and shared child- 
rearing are inherent functions attributed to godparents 
in case of necessity. 
The prevalent model of "nuclear family" in contrast 
to "extended family" may confuse Hispanic children as 
they are constantly encountering the first model in class¬ 
room materials and test items. For these children, loyalty 
to family takes precedence over loyalty to community 
members, school teachers, or anyone else. For instance, 
when a family migrates, visits to members of extended 
family are common, especially in cases of crises such as 
death, illness, etc. School personnel must keep in mind 
that family remains the major psychological support for its 
members. 
Another related institution of the Hispanic family 
system is that of "Hijos de Crianza" (children of up¬ 
bringing) . This is the cultural practice of assuming 
responsibility for a child without the necessity of blood 
or even friendship ties. The child is raised by the 
family as another member. This practice serves as an 
economic and emotional safety device when the natural 
family confronts strains due to poverty or emotional crisis 
(Rodriguez, 1982, p. 23). There is no stigma on the parent 
for surrendering a child, nor on the child who is given 
up. This is mostly done to provide a better way of living 
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for the child, but it may be misunderstood by school 
personnel. 
Child-rearing practices differ from those of the 
American middle-class home. American parents are more 
concerned with setting timelines and norms for the child's 
expected behavior in certain developmental stages, i.e., 
toilet training, types of activities shared with adults, 
bedtime, reinforcements and punishments used to modify 
children's behavior, etc. (Chess, 1967). In Hispanic 
families, the child's bedtime is often the same as that 
of the adults in the home. Toilet training is delayed 
until the child is considered "ready" without much concern 
about setting time limits. Babysitting is not used much 
and children may come to school tired or miss classes 
because of having shared in family activities and social 
reunions late at night. 
Discipline is mostly administered by the mother and 
may vary in accordance with the mother's emotional mood. 
It may include physical punishment, threats, and scolding. 
Nieves-FaIcon (1972) states that inconsistency on the part 
of parents often leads children to test limits. 
Mainland values for Anglo children stress relatively 
greater independence and assertiveness. Anglo girls 
generally have more freedom and less supervision than 
Hispanic girls. On the other hand, when Hispanic children 
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adopt the same modes of behavior as their Anglo peers, 
they enter into conflict with the appropriate cultural 
patterns of behavior set by the family. These differences 
increase during adolescence (Canino, 1980). The need for 
more freedom, initiative, and autonomy may cause rebellious¬ 
ness and symmetrical conflict between Hispanic adolescents 
and their parents. Especially difficult is the problem of 
parental control with girls. School personnel may 
aggravate the situation by perceiving the girl as "unduly 
restricted" and trying to persuade the parents to give her 
more freedom. This could result in conflict between parents 
and school personnel (Montalvo, 1974). 
School is perceived by Latinos as an extension of 
home and the teacher as an extension of the family. There 
is the expectation that teachers control the child's 
behavior at school as the family would do at home. When 
these expectations fail, parents tend to avoid contact with 
the school system because they feel threatened. 
Furthermore, the effects of migration and accultura¬ 
tion may produce changes in the organizational structure 
of the family. Disconnection with extended family deprives 
the Hispanic family of its basic support in case of economic 
and emotional stresses. Parents feel inadequate to deal 
with the problems and a sense of shame may decrease their 
self-esteem and dignity. 
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On the other hand, as children learn English 
rapidly, they may be placed in parental positions when 
involved in adult affairs. This may further undermine 
parental authority and children may perceive their parents 
as inadequate to deal with the Anglo way of life. 
In summary, dynamics of Hispanic family functioning 
patterns differ from Anglo middle-class culture in many 
respects. This may confuse Hispanic children in their 
relationships with teachers and peers at school and affect 
their adjustment to the United States school system. 
To conclude, when Latino students are forced to 
reject their cultural backgrounds, school becomes one 
element to be considered and assessed in order to under¬ 
stand problems of adjustment of the child (Ramirez, 1972). 
It is for this reason that respect for cultural traits 
must be incorporated in the testing process so that there 
is a better understanding of the child's response to the 
school system. When students' cultural background is 
respected, their academic and psychological development is 
enhanced. 
Assessment: Basic Concepts and Definitions 
As the focus of this research is assessment of 
Hispanic children and construction of a technique sensitive 
to cultural differences between the family and school 
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system, the literature overview in this section will 
consider the main issues in this field. 
In this study, assessment is defined in a broad 
sense. It refers to much more than testing and includes 
interviewing, observation, and the use of records. This 
broad definition is due to the fact that when working with 
a minority group member or a situation where more than one 
culture is implicated, one cannot be oriented merely to 
the individual; one must analyze the cultural environment 
and the meaning it has for the person and his/her support 
group. 
The client is often a family and its social network. 
Assessment, then, involves the collection, organization and 
interpretation of data about a person, group, or identified 
population for the purposes of description and decision¬ 
making in clinical, school and community programs or for 
related research (Sundberg and Gonzales, 1981). 
The psychological assessor is always part of a 
larger system which will have influence in setting specific 
goals and is generally a representative of the dominant 
culture. 
Cross-cultural perspective implies that the assess¬ 
ment techniques must express the values and customs 
related to the cultural background of the assessee. 
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Culture and Ethnicity. 
Berry (1976) defines culture as "a learned and 
shared pattern of behavior which is characteristic of a 
group living within fairly definite boundaries. . . inter¬ 
acting socially among themselves" (p. 9). As Berry points 
out, culture may be explicit, as revealed by observable 
behaviors or the use of valued objects, artifacts, etc. 
for the roles people play on their culture-bound stage. 
Culture may also be implicit, as manifested through 
the values, beliefs, assumptions, rules and patterns of 
behavior which may or may not be verbalized among the 
members of the cultural group. Special characteristics of 
a cultural group include a mutually understandable language 
and a special identity and history. 
The term cross-cultural refers to the comparison of 
two or more cultures. Large cultures frequently contain 
smaller cultures (subcultures); if these subcultures form 
a relevant part, then assessment procedures should not 
ignore them. 
The terms ethnicity and cross-ethnic are used to 
indicate concern with a country's cultural and subcultural 
groups as well as cross—national groups. Cross—ethnic 
research appears to be similar in its methodological 
problems and strategies used to study groups (Lonner, 1980). 
This kind of search is not only interested in variability 
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but also in uniformities and consistencies across mankind. 
Berry (1980, p. 5) sees cross-cultural work as the only 
way to "decenter" Euro-American white, middle-class 
ethnocentricity. 
Berry (1976, 1980); Brislin, Bochner, and Lonner 
(1975); and Malpass (1977) agree that comparative methods 
are very useful for cross-cultural studies. 
Lonner (1979) differentiates between "emic" and 
"etic" strategies. The "emic" (phonemic approach) focuses 
on the meanings and patterns of a given culture based on 
its values and rules. The "etic" (from phonetics) approach 
studies behavior from a universal perspective, applying the 
same concepts and methods to different cultures. The 
assessment may try to see a culture from the inside or 
outside. 
Berry (1980) , resolves the issue in this way: "It 
should be clear that the very name 'cross-cultural' implies 
at least two points of view: Being cultural requires a 
point of view similar to that of the 'emic', and 'cross' 
requires a perspective akin to the 'etic'" (p. 13). We 
agree with Berry that cross-cultural assessment is not 
simply the use of certain tests and techniques translated, 
normed, and applied to every group. It must also include 
the development of procedures particularly useful for 
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understanding a given culture in its own terms. 
In their overview of cross-cultural and cross¬ 
ethnic assessment, Sundberg and Gonzales (1981) state 
that "from the standpoint of cultural pluralism, the emic 
strategy is vital; if we impose only an etic, (that is, the 
currently accepted 'universal' concepts and procedures), 
we are in danger of using only the stereotypes of the 
dominant culture and finding all other peoples deviant or 
inadequate by our standards" (p. 466). 
On the other hand, Korchin (1980), in his discussion 
of clinical work with American minorities, presents a 
middle ground between "the imposed etic" and the extremes 
of cultural relativism. He asserts that at one level, 
psychological principles and concepts--such as reinforcement, 
stress, social networks, and research methods—are pan¬ 
human and that assessment must be based on the functions 
that behaviors serve, both in the economy of the individual 
and within the person's culture. 
Triandis, Malpass, and Davidson (1973) come to the 
conclusion: "Basic psychological processes, such as 
selectivity in perception, are invariant across cultures, 
but the specific manifestations of the processes, such as 
what types of stimuli are selected, differ across 
cultures" (p. 371). 
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Triandis and Draguns (1980) have presented important 
findings on the topic of social and cultural influences on 
mental health, psychopathology, and relevant interventions. 
In general, there is ample evidence of socio-cultural 
involvement in psychological distress and reactions. It 
is now accepted that content and form of disorders 
correlate with beliefs, concerns, and constraints of a 
culture. 
Considering the issue of methodological shifts, 
Lonner (1975) classifies cross-cultural assessment history 
into three periods. The first thirty years of the twentieth 
century were plagued by a lack of systematic or integrated 
research and many methodological errors. This period, 
known as "The Era of the Unfortunate Protostereotype", 
emphasized racial differences. During 1930 to 1960, both 
universalists and cultural relativists tried to develop 
"culture-fair" intelligence and personalities tests in an 
effort to differentiate between the hereditarian versus 
environmental positions, using only one method and one 
observer in one other culture: "The Workhorse Model." 
The third period, influenced by Campbell and Fiske's 
(1959) work on the multitrait-multimethod approach to 
validation, has been called the "Multiple Approach". It 
is characterized by systematic and sometimes longitudinal 
studies using multiple methods, observers and cultures. 
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Cultures are selected for testing theories and problems 
of equivalence of methods and concepts are confronted 
frankly. In this period that started roughly from 1960, 
there is a growing ethical concern with imposing the 
researcher's own universalist notions. 
Another important consideration in minimizing 
cultural stereotyping on the part of the assessor is that 
ethnic minority individuals may be anywhere on the 
continuum of acculturation and assimilation. Olmedo (1979) 
considers assimilation as the process of giving up of 
the person's original culture and assumption of the new, 
dominant one, whereas acculturation allows for adaptation 
to both cultures. Olmedo points out that the acculturation 
process may be operationalized through three dimensions. 
The first is language proficiency and preference, as well 
as knowledge and acceptance of culture-specific customs. 
The second dimension relates to ethnic values and orienta¬ 
tion, especially with regard to family roles. The third 
dimension is low socioeconomic and educational status 
which is a confusing factor frequently related to minority 
conditions. Cauce and Jacobson (1980) emphasizes that, 
in regard to Latinos (Hispanics), there are relevant sub¬ 
groups differences as well as group differences. On the 
other hand, many acculturation problems apply to any 
migrants or immigrants in a society. 
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Morton and Sue (1979) conceptualize stages in the 
ethnic position toward the larger society. "Conformity" 
is the first stage where minority individuals are often 
self-depreciating, have a negative attitude toward others 
of the same minority, and show admiration for the dominant 
group. During the following stages, there is a progressive 
articulation and awareness where individuals appreciate 
themselves and their own group and have selective apprecia¬ 
tion for members of the dominant culture. 
There is a vast literature on cross-cultural research 
methods as well as cross-cultural counseling and psycho¬ 
therapy. Oakland (1977), Samuda (1975), Sattler (1974), 
and Werner (1979) have written on the issue of assessing 
minority children. Abel (197 3) is one of the few authors 
who wrote on cross-cultural and cross-ethnic assessment 
with projective techniques. 
In summary, the works of numerous authors have been 
reviewed taking into account the complexity of cross- 
cultural research methods and assessment issues when 
testing minority children in process of acculturation to 
the large culture, as is the case of Hispanic children m 
the United States. 
As the focus of this dissertation is the construc¬ 
tion of an assessment instrument sensitive to Hispanic 
culture, use of projective techniques for this purpose 
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will be discussed in the following section. 
Projective Techniques and Their Use in Cross-Cultural 
Assessment 
Following is an outline of the main literature 
concerning the use of projective techniques to explore 
ethnic and cultural minority groups as well as dimensions 
of family functioning and interactions. 
In "A Comprehensive Dictionary of Psychological 
and Psychoanalytic Terms", English and English (1958) 
define a projective test as "a relatively unstructured 
yet standard situation to which a testee is asked to 
respond, but with a few restrictions as possible upon the 
mode of response. . . (inkblots, cartoons, vaguely defined 
pictures, incomplete sentences, play materials, drawing 
tasks, etc.). . . . Test responses are usually analyzed 
for personality characteristics, but they may also reveal 
certain modes of cognition" (p. 413). 
This definition implies a "standard situation", 
often with an emphasis on measurable responses. This 
differs from "Projective technique" which uses the same 
material in an understandardized manner and is less pre¬ 
occupied with quantitative analysis of responses. On the 
other hand, "projection" per se is an act of the perceiving 
process when an object is localized outside the body 
rather than on the retina, where the sense datum is actually 
localized. 
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In the systemic approach to the analysis of expecta¬ 
tions , beliefs and myths in family therapy, in his book 
How Real is Real, Watzlawick (1976) points out that 
individuals construct their own reality on the basis of 
their idiosyncratic perception of a situation. Rapaport 
(1942) describes projective techniques as a means of 
making evident the "modus vivendi" of the person. 
Individuals project their way of thinking, feeling, and 
acting through the portion of stimulus to which they 
respond and the manner in which they organize these 
perceptions. 
Holtzman (1980) notes three assumptions about the 
relationship of projective test responses to personality 
that have special import for cross-cultural assessment: 
"(a) belief that a test record is a sufficiently extensive 
sampling of personality to warrant making judgements about 
it, (b) belief that the psychological determinants of the 
response are basic and general, and (c) belief that pro¬ 
jective techniques tap the durable essence of personality 
equally in different individuals across a wide range of 
ethnic, socioeconomic, and cultural variations" (p. 247). 
Holtzman cautions against overinterpretation of projective 
test protocols and endorses the usual clinical practice of 
using a variety of other techniques along with the pro¬ 
jective technique. 
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^■kel (1973) notes that situational factors, such as 
the examiner's sex and events surrounding the test's 
administration, can have substantial effects on the 
amount and quality of responses. For instance, due to 
"machismo" in Spanish culture, an adolescent boy may react 
negatively to a white Anglo female examiner, especially 
if he has been referred by the court for assessment. 
Projective techniques may be biased due to an 
interpreter's lack of knowledge of the Spanish idiomatic, 
connotative, and symbolic meaning of resulting content. 
Finally, if insensitive to cultural factors, the examiner 
may interpret responses and behavior of the subject as 
resistance, pathology, and poor prognosis for treatment. 
Projective techniques also present a number of serious 
problems when used indiscriminately with lower socio¬ 
economic populations (Abel, 1973; Minuchin, 1974). 
The Thematic Apperception Test (TAT) has been widely 
used for cultural anthropological research, especially to 
assess personality patterns of many groups (Buros, 1965, 
1970, 1972). The best known procedures used for cross- 
cultural research have been that of David McClelland to 
assess needs for achievement, power, and affiliation 
(McClelland and Winter, 1969) . Thompson (1949) modified 
the TAT to take into account racial characteristics of 
black male students demonstrating a greater production in 
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the modified version of the TAT. Pictorial instruments 
involving familiar scenes, presenting concrete situations 
are probably more appropriate than completely ambiguous 
instruments to assess family functioning. Research with 
specially developed pictorial instruments, like the 
Thompson TAT, has indicated high verbal loading and 
productivity related to class, educational, and cultural 
factors. 
Cromwell, Olson, Fournier (1976) highlight the need 
for diagnostic methods and assessment measures for marital 
and family therapy. They organize pertinent literature 
describing uses of projective techniques for this purpose. 
Among others, the TAT has been used to assess marital 
relationships, family and marital problems, and a wide 
variety of parent-child interactions. 
Many of these studies have demonstrated the useful¬ 
ness of interpersonal observations derived from thematic 
stimuli generating simulation of four major tasks: 
problem-solving, decision-making, conflict-resolution, 
and naturalistic tasks where observations are made in the 
natural setting of the unit of assessment. Where person¬ 
ality tests are concerned with interpersonal information, 
interaction tests ask individuals to report on interpersonal 
behaviors. This reflects differences between self as a 
personal unit and self as an interacting unit (Cromwell, 
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Olson, and Fournier, 1976, p. 17). 
The Wiltwyck Family Interaction Apperception 
Technique (FIAT) is a pictorial projective technique 
modeled after the Thematic Apperception Test of Murray. 
The FIAT was designed by Minuchin, Montalvo, Rosman and 
Schumer (1974) , as a method of studying family members 
in interaction with one another while they discussed and 
answered a series of questions. 
FIAT analyzes overt behavior of participants in a 
relatively "natural" yet structured situation and it 
provides a scoring system specifically designed to study 
dimensions such as control, guidance, nurturance, 
aggression, etc., between members of low socioeconomic 
families. This test is recommended for future exploration 
and research with minority groups. 
Costantino, Malgady and Vasquez at Fordham 
University (1981) investigated the Murray TAT and a 
Thematic Apperception Test specially designed for urban 
Hispanic children. This test (TEMAS), depicts ethnic 
minority figures, cultural themes, and urban backgrounds. 
Results indicated that Spanish minority children respond 
better to culturally relevant stimuli. 
On the other hand, Geertoma (1980/ p* 76) , states 
that assessment of family functioning has tended to be 
handled within the clinical interaction and evaluative 
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techniques have been neglected, both in their development 
and use. 
Cromwell, Olson and Fournier (1976) note that 
empirical development of such instruments is rare. In¬ 
formation about those that are available is scattered 
and practitioners prefer to use, if any, an instrument 
that is convenient, whether it is appropriate or not. 
They also observe that researchers have not been concerned 
about making their evaluative instruments available to 
practitioners. 
On the other hand, researchers in the area of family 
functioning appear to have shifted the "trait" approach 
to family influence and are confronting a more complex 
approach involving the family as a unit (Berardo, 1980). 
They have followed various directions: 
(a) Role perceptions, expectations and per¬ 
formances (Nye, 1976). 
(b) Intrafamily communication patterns (Palazzoli, 
Boscolo, Cecchin, and Prata, 1974, 1978, 
1980; Watzlawick, 1966; Watzlawick, Beavin 
and Jackson, 1967). 
(c) Family functioning to solve problems, make 
decisions, or use of structured games, 
sculpture, drawings, play techniques with 
children, etc. (Coppersmith, 1980; Irwin and 
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Malloy, 1975; Kwiatkowska, 1967; Minuchin, 
Montalvo, Rosman, Schumer, 1967; Papp, Silver- 
stein and Center, 1973; Rubin and Magnussen, 
1974; Safer, 1965; Simon, 1972). 
All these approaches aim at revealing and categorizing 
typical family behavior and patterns with some investi¬ 
gators emphasizing content and others process (Geertoma, 
1980, p. 76) . 
Use of role-playing and action techniques has been 
strongly recommended by many workers. They stress that 
low socioeconomic minority groups (especially children) 
with poor knowledge of the English language perform better 
with techniques that take into account the style of the 
population, i.e., motoric, action-oriented and concrete 
with interest in informal, game-like situations, etc. 
(Riessman and Goldfarb, 1964). 
Family drawings have proven to be a very useful 
technique for children's assessment (Burns and Kaufman, 
1972; Koppitz, 1968, 1972). Platone (1979) has demon¬ 
strated that the use of family drawings analyzed under a 
psychosocial perspective offers the possibility of 
discriminating among patterns of interactions, roles, 
activities, discipline practices, and other personal and 
interpersonal dimensions relating to the child and his/her 
family. However, assessing family functiomng with the 
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methods of assessment that have been discussed posits 
some criticism and questioning. As Fisher (1982) states 
"(the assessor)... is caught between the Scylla of 
exclusionary reductionism and the Charybdis of over¬ 
whelming complexity" (p. 313). 
Many researchers find themselves in need of decid¬ 
ing which variables to select in order to maximize 
discrimination among groups taking into consideration 
the law of parsimony in time and funds available. In 
addition, as Spiegel (1971) states: "there is a tendency 
of current research to assess transactional theory using 
methods that are focused on individual elements" (p. 313) . 
Fisher (1982) analyzes the problem of "Transactional 
Theories but Individual Assessment" in the following terms: 
"A substantial number of studies assess families through 
family memberships, focusing on a family member as the 
object of study and not the family as a unit" (p. 314) . 
However, as Spiegel elucidates, there are three ways of 
observing action or behavior. The first, is self-action , 
in which "things are seen as acting under their own 
powers" (p. 314) . A second form of action is termed 
"inter-action" in which "thing is balanced against thing 
in causal interconnection" (p. 314). The third way of 
viewing action is termed "trans-action". 
In transactional terms, objects that display action 
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are so interrelated that cause and effect can be isolated 
only out of context. This leads to the necessity of 
specifying transactional hypotheses as sequences of 
actions or configurations of behaviors within a specified 
setting (p. 318). 
In this section, issues about school and family 
systems, learning conditions and assessment, as they 
relate to Hispanic minority children, have been discussed. 
These issues form the basis for the development of a 
theoretical paradigm that delimits basic dimensions of 
a culture-sensitive assessment instrument to be explored 
by the author. 
Learning Potentials and Ecologies 
Related to the discriminatory use of testing 
procedures in the United States, Sundberg and Gonzales 
(1981) consider that child assessment should take into 
consideration the new model of "learning potentials and 
ecologies", an entirely new way of looking at the 
ability problem. This model derives from the Piagetian 
stages of cognitive development and from notions related 
to the influence of behavioral methods of training. The 
following are considered what is needed for an under¬ 
standing of reasonable starting points for learning; 
an accurate description of what the individual can do 
(learning potential); knowledge of which sensory 
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modalities can be utilized; knowledge of available 
communication skills; and an understanding of how to set 
up learning conditions, especially those reinforcements 
of value to the person. This concept holds great promise 
for cross-cultural assessment in clarifying the special 
needs of ethnic minorities and other cultural groups. 
Marjorinbanks (1979) considers that a deep concern 
for learning conditions would lead researchers to the 
study of families as learning environments. Families 
are recognized as sociopsychological ecologies or 
person-environment systems in which meanings and 
expectations about achievement and relationships are 
developed. Marjorinbanks elucidates the effects on 
children of different ethnic family environments and the 
demands that family and environment place on mastery of 
different kinds of cognitive skills and content. 
The family microsystem is involved in a complex 
network of interactions with other social systems such as 
schools, welfare and/or other governmental agencies, 
kinship networks, and peer groups. Surrounding these 
complex dynamics and monitoring extrafamilial relation¬ 
ships, is the influence of societal norms and values. 
We need to be looking not only at what cultural 
identity tells us about the likely concerns of individual 
members but also at what performances of individuals tell 
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us about concerns of the culture. 
School System and Assessment 
Educational institutions in the United States make 
extensive use of diagnostic, classificatory and pre¬ 
scriptive interventions. These interventions are considered 
necessary to the functioning of educational programs by 
teachers, school administrators, and society in general. 
A majority of tests used by school systems were designed 
and constructed by white middle-class professionals and 
standardized on white middle-class children (Padilla, 1979; 
Rodriguez-Fernandez, 1981). In many instances, Puerto 
Ricans and other minority groups are administered tests 
which do not take into consideration their cultural and 
socioeconomic background (Oakland, 1977). In those 
instances where a sample of minority children was included 
in the standardization procedure, the sample was often 
insignificant (Turnbull and Rutherforn-Turnbull, 1978 , 
pp. 215-216) . Results of such assessment have long 
lasting implications for Hispanic children's adaptation 
and eventual assimilation into the mainstream of the 
economy (Margolis, 1968). 
Troike (1978), in his work at the Center for Applied 
Linguistics (Washington, D.C.), negatively criticized the 
first decade of bilingual education pointing out that 
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bilingual teacher certification requires little preparation 
in the language. Usually, these posts are filled by 
teachers who may not have the qualifications required for 
teaching linguistically and culturally different children. 
Also, curriculum and programs being developed are lacking 
in any organized design or research base. Frequently, 
materials created for one group of Hispanics is used for 
another, overlooking distinct cultural and regional 
dif ferences. 
Hernandez (1979), in his conference on "Hispanic 
Migration from the Caribbean and Latin America: Implica¬ 
tions for Educational Policy, Planning and Practice", 
makes an even more critical statement that "the school 
must be reoriented to favor Hispanic children in their 
struggle with a racist and oppressive social order 
instead of being on the side of the forces keeping 
Hispanics in a segregated situation" (p. 15). Margolis 
(1968) described the result of the school system's failure 
to understand the interaction between socio-cultural, 
linguistic, and school-program factors as follows: 
. . . their imperfect grasp of English which 
often seals both their lips and their minds, 
their confusion about who they are (what race? 
what culture?) a confusion compounded by the 
common ravages of white prejudice. . . .Puerto 
Rican children have nowhere to go but out. . . 
out of the schools and into a world for which 
they are unprepared (p. 1). 
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In the school setting, tests serve two major functions; 
diagnosis and prognosis. Inaccurate diagnosis may forever 
mark a child and therefore, influence the child's life 
and his/her opportunities for the future. In the case of 
children who differ greatly from their teachers in 
environment, language, culture, religion, etc., the risk 
of misconceptions due to lack of cultural understanding 
are immense. 
There is an obvious need to develop assessment 
techniques which take into account familial and cultural 
backgrounds and avoid confusion in the child and conflicts 
between school and family systems. Families and public 
schools can be seen as two subsystems with a common 
member, the child. In situations where the child manifests 
troubled behavior, family and school often interact in a 
cycle of mutual blame and recrimination. This cycle 
inadvertantly contributes to a dysfunctional triad in 
which a child cannot be loyal to home without being dis¬ 
loyal to school and vice versa. However, it is possible 
to create optimum conditions where family and school form 
a positive alliance whose interestis the developing 
child. 
In her article "Questions and Answers in the 
Practice of Family Therapy", Coppersmith (1982) posits 
that the school is a natural setting for the recognition 
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of child-focused issues that may be indicative of family 
interaction problems or family-school conflicts. Systems 
theory provides a radically different way of conceptualiz- 
ing problems and symptoms in school age children, 
providing a different perspective on problem-resolution 
that takes into account context and family and school 
interactional processes. This perspective enacts an 
open and sharing environment where each system learns from 
and about the other, facilitating constructive inter¬ 
actions (Aponte, 1976; Tucker and Dyson, 1976). The 
testing process as well as the role of the consultant in 
this approach is based on the fact that no one is to be 
labeled or "blamed" for the problem. Focus is directed 
at understanding rigid or conflictual boundaries between 
family and school, as well as reframing the negative 
feedback loops between home and school. 
The Role of the Assessor from an Ecosystemic Approach 
This section will review the traditional role of 
examiner in the school setting and contrast it with 
broader level responsibilities and functions more in 
accordance with an ecosystemic approach. 
As Wicker (1981) states, "virtually all orientation 
in psychological testing deal with human beings emphasizing 
one or more of the following: inputs received by persons 
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(stimuli), internal processes within persons (organismic 
variables), outputs produced by persons (responses)" 
(p. 23) . Most psychological assessment techniques 
reflect preoccupation with enduring characteristics of 
individuals: intelligence, abilities, attitudes, and 
personality traits. It is believed that these traits 
are more stable and can produce a wide range of measurable 
data. Furthermore, standardized tests administered under 
carefully controlled conditions are subject to objective 
statistical extrapolations that allow comparison between 
subjects and their classification into categories or 
labels. 
It is considered, especially in school, that a 
very efficient and clear-cut diagnosis is useful in 
describing individuals, making assumptions about their 
actual performance, and deriving a prognosis for 
educational purposes (Rodriguez-Fernandez, 1981). Even 
if this practice has many advantages, its limitations 
and discriminatory use, especially with ethnic and 
minority groups, has to be recognized. The examiner's 
responsibilities include: training and practical 
experience in testing procedures; a thorough knowledge 
of tests, norms, standardization and norming procedures; 
and skills in the selection and utilization of tests. As 
can be concluded from the overview of the literature, 
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emphasis is on technical expertise of the examiner rather 
than on human and environmental considerations. The 
family, for instance, is taken into account only as a 
recipient of information relevant to the child's results 
on the tests. Thus, when recommendations to parents are 
given, their responses are not relevant to basic assump¬ 
tions of the report. 
In an ecosystemic point of view, testing is seen 
as a supplement only when there is a question of special 
educational placement. Parents are required to share 
information with school personnel and are viewed as 
constructive contributors to the school's understanding 
and planning. As Tucker and Dyson (1976) state, the 
school psychologist and the counselor change their 
typical "modus operandi" (p. 139). Instead of spending 
a considerable number of hours testing and generating 
reports for each referred child, they become involved with 
the people who are related to the problem: teacher, 
pupil, and family members. 
The new role of assessors implies the following 
functions: (a) they connect school and family systems; 
(b) they have responsibility to elicit a commitment of 
family and school personnel to a joint problem-solving 
effort; (c) they reframe the situation in a way that 
makes "change" possible; and (d) they clarify patterns of 
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communication and transactions between members of 
systems in such a way that messages are clear and 
congruent. Rules and norms that may have outlived their 
usefulness are made explicit and functional so that they 
can meet everyone's needs fully. 
The first step of the process is to ensure that 
they understand what each member is trying to communicate. 
The second step is to translate the communication to other 
members in a way that they can understand. Then, they 
model understanding one another to the members. Some 
authors call this process: "hypothesizing, intervening, 
and examining feedbacks" (Selvini-Palazzoli, Boscolo, 
Cecchin, Prata, 1978; Stanton, 1981) . This process is 
particularly important when discrepancies in values and 
cultural backgrounds between school and family, as is the 
case of Hispanics in the United States, is considered. 
Functions analyzed above depict a new role for 
assessors as connectors, translators, and consultants to 
systems that form the environment of the child. With these 
skills, they will be able to assist children who are 
experiencing difficulties in the learning environment. 
Conclusion 
This section summarizes the literature on assess¬ 
ment of Hispanic children and cross-cultural, cross-ethnic 
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research. Stated are basic issues of assessment as well 
as parameters used to construct an instrument of assess¬ 
ment for the Hispanic child taking into account cultural 
values of family and school systems. 
The review of the literature offers general guide¬ 
lines for assessment of Hispanic families. First, it is 
necessary to use a conceptual approach to family assess¬ 
ment that is flexible and open in its premises and 
practices to accept various modes of family structure as 
well as cultural changes. Differences are to be found not 
only among Latino families, but also among family members, 
depending on their level of acculturation to the larger 
society. Many cultural traits are evident in the behavior 
of Hispanic children, but not all children will demonstrate 
all traits. The experience of the immigrant, transient, 
or third generation child are all different. The first 
generation is the most affected by the "culture shock" and 
may, therefore, have a tendency to cling to the security 
of traditional rules and patterns and present dysfunctional 
behavior when values are conflictual with the school 
system. As previously discussed, the ecosystemic approach 
to the problem may be used. 
Second, the review of the literature on cross- 
cultural and cross-ethnic research provides conceptual 
premises for construction of an instrument adequate to 
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®^P^-®re pattsrns of family functioning in the contsxt 
of cultural identity, migration, and acculturation 
processes. 
Third, the process of acculturation of Hispanic 
school children may be improved when the school system is 
sensitive to families' cultural backgrounds. As discussed, 
many conflictual issues in assessment can be avoided 
when the assessor integrates knowledge of cultural values 
of the school system with those of the child's family. 
A comprehensive approach to family evaluation in¬ 
volves a thorough analysis of factors such as stage in 
the family development life cycle, as well as two areas 
especially significant for Hispanics: 
(a) consideration of migration and the problem of 
cultural values that may become conflictual 
with the values of the larger society. For 
example, values of interdependence (Latino) 
in a context that values independence (Anglo). 
(b) Analysis of the level of acculturation and 
intergenerational conflicts that often 
accompany such acculturation process. 
In assessment, it is necessary to take into account 
how connected or "cut-off" the family is from the culture 
of origin. The assessor needs to be sensitive to 
orientation and particularly clear about 
conflicting value 
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the use of concepts that have different cultural meaning. 
For instance, healthy interdependence patterns in Hispanic 
families may appear as pathological fusion or "enmeshment" 
to the non-Latino observer. 
Expectations of Hispanic families usually place 
the assessor in a position of power and authority. It is 
necessary to show respect for culturally prescribed roles 
and hierarchy to facilitate communication with family 
members. This is basic for involvement of parents in the 
assistance process. 
Family of origin (extended family) is essential 
to understanding the Hispanic family and its social 
context. Agencies of the community, school personnel, 
and all persons involved, should reproduce this model of 
support to assist Hispanic families in their process of 
acculturation. Procedures should be flexible and 
personal, including home visits and action-and-reality- 
oriented counseling. The assessor should gain respect 
of "a person of confidence" (persona de confianza), to be 
shared by family members. 
Conflicts about migration, length of time, and 
pressures to acculturate, as well as reintegrate the 
family after migration are important issues to be con¬ 
sidered in assessment. As discussed previously, many 
conflicts that children (especially adolescents) have 
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stem from conflictual issues of cultural differences. 
To conclude, in the words of Lynn Hoffman (1981): 
. .To guarantee a proper functioning, "the family 
has to fit within the family, or two separate organs have 
to fit together in a system that is the biological self. 
And all have to fit together in the ecology of the 
whole" (p. 348). 
CHAPTER III 
THEORETICAL FRAMEWORK 
In this chapter, general concepts about the main 
functions of family with respect to child development 
are introduced. Further, theoretical premises con¬ 
cerning how families can be conceptualized for study are 
discussed. Global concepts of family and their inter¬ 
relatedness with all systems in society are stressed. 
Finally, special emphasis is given to Latino values 
relevant to child-rearing practices. 
Basic Concepts about Families 
A family is a social system which is found in every 
society (Murdock, 1949). Papajohn and Spiegel (1975) 
extend the definition of family to include a set of 
individuals, an organization, a group, a social system, 
and/or an agency that transmits cultural values. However, 
in this study, the term "family" primarily refers to a 
structural unit within such categories as the nuclear 
family, the extended family and the family of origin. 
Caught between stability and change in the last 
decade, the nuclear family has become the unit observation, 
not only in the fields of anthropology and sociology, but 
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also in the most recent field of the behavioral sciences 
(Berardo, 1980). 
In a world of continuous technological and socio¬ 
economic changes, of rapid shifts in world view and 
, the family has demonstrated its ability to survive 
and adapt its structure and functions to the changing 
needs of society. How? By "mediating" with the social 
context and by absorbing in a "sponge-like" fashion the 
challenges of a transitional era (Vincent, 1966). 
Evidence gathered by numerous researchers shows 
that in all cultures, family provides more emotional 
stability than any other major social institutions. In 
addition, family imprints its members with a sense of 
identity and belonging and contributes to their 
individuation (Minuchin, 1974). Family is the support 
structure for the child's psychological development and 
the primary agent of socialization and cultural trans-r 
mission. These statements are based on an extensive 
review of the literature on psychological development 
and socialization processes (Platone, 1979, p. 9/28). 
However, migration from underdeveloped countries 
and/or regions to urban industrial areas has isolated the 
nuclear family from the extended kinship network, thus 
creating conditions of more vulnerability in moments of 
stress due to life-cycle changes, economic and family 
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crises. This process is particularly evident in most 
countries of the Third World, where large contingents of 
people concentrate in "slums areas" or in "ghettos", 
living in infrahuman conditions (Platone, 1979, p. 29/43) 
Society s response to the needs of these families has 
been to create institutions of public assistance, special 
educational programs, and social services. However, "poor" 
families belonging to ethnic and cultural minorities have 
progressively shown an inability to cope with the strains 
of unemployment and poverty (U.S. Commission of Civil 
Rights, 1976). 
The "underorganization" of these families has 
been considered by Aponte (1965) as a lack of organiza¬ 
tional continuity of the family with the structures of its 
societal context, that is, its ecology (p. 433). Under 
these conditions, the family cannot adequately comply with 
its basic functions of imprinting children with a sense 
of identity and belonging as well as acting as the primary 
agent of socialization and cultural transmission. 
Theoretical Premises 
Since a normal family cannot be distinguished from 
an abnormal family by the absence of problems, it is 
necessary to develop a conceptual schema of family 
functioning for adequate assessment (Minuchin, 1970; 
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Walsh, 1982). Minuchin considers that a schema based on 
viewing the family as a system operating within specific 
social contexts has three components. First, the structure 
of the family is that of an open socio-cultural system 
in transformation. Second, the family as an organism 
that undergoes development is moving through certain 
stages that require restructuring. Third, the family 
adapts to changed circumstances so as to maintain con¬ 
tinuity and enhance psychosocial growth of each member. 
Developmental processes of family life have been 
stressed by Jay Haley (1973) as important in explaining 
many family crises. Symptoms appear when there is a 
dislocation or interruption in the unfolding life cycle of 
a family or other natural group. Symptoms are a signal 
that a family is having difficulty getting past a stage 
in the life cycle. Understanding of family development 
can become outdated as culture changes and new forms of 
family life appear (p. 42). A conceptual model of inter¬ 
pretation and analysis of family life must be flexible 
and open in its premises and practices to accept new 
forms of communal life as well as cultural changes. 
The ecological model (Auerswald, 1972) emphasizes 
direct contact with the community to understand conflictual 
aspects of the family's interactions with other significant 
The family represents only one point of social groups. 
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entrance to an ecosystem. However, the particular 
attention given to the family in preference to other 
systems is in recognition that "the family as a social¬ 
izing unit is antecedent to schools, youth movements, peer 
groups, etc., as a mediator between what is the individual, 
innate and private, and that which is social, cultural 
and public" (Hochmann, 1971, p. 6). 
For reasons outlined above, relationships between 
individual behavior and the family group are analyzed 
within a broader conceptual framework derived from systems 
theory and communication theory. Reality is seen as a 
totality of interacting systems. In observing human 
interaction, the same principles and deductions that are 
valid for the study of systems in general are applied 
(Bertalanffy, 1969; Watzlawick, Beavin & Jackson, 1967). 
Three postulates of systems theory as applied to 
the family are examined below: 
a). The Family as a System of Continual 
Transformation. 
The family is a system that adapts to changing 
demands of different phases of its development cycle and 
to changes in demands of society. However, through 
interactions of its members, the family system contracts 
"rules" that serve to maintain certain stability and 
continuity. 
Jackson C1954; 1965). and Hoffman (1975; 1980) have 
proposed the concept of "family homeostasis" to explain 
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the resistance of dysfunctional families to change. In 
homeostatically dysfunctional families, the need to 
maintain a balance within the system is more powerful than 
the external inputs to the system thus limiting the 
capacity for transformation and psychosocial growth. 
Dell (1982) proposes substituting the concept of 
"coherence" for "homeostasis". "Coherence implies a 
congruent interdependence in functioning whereby all 
aspects of the system fit together" (p. 31). Dell 
considers this concept more consistent with a systemic 
epistemology. In accordance with Dell, a system does not 
resist change, it only behaves in accordance with its 
own organized coherence. When a family system does not 
feel threatened by external forces, it is capable of 
accepting interactions (positive feedback) and responding 
with innovation and creativity (Speer, 1970). 
b) The Family as an Active Self-Regulating System. 
Transactional patterns regulate family members' 
behavior. In every organization, there must be a power 
hierarchy in which parents and children have different 
levels of authority. There must also be a complementarity 
of functions, with the husband and wife accepting inter¬ 
dependency and operating as a team. On the other hand, 
each family has its own idiosyncracies concerning the 
mutual expectations of particular family members (AndoIfi. 
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1979, p. 8). The origin of these expectations is hidden 
in years of explicit and implicit negotiations among 
family members, often around small daily events 
(Minuchin, 1974). 
When a family group is already in a precarious 
situation, the search for a new equilibrium can lead to 
decompensation or to greater rigidity, thereby creating 
stress in an individual, couple, or most often, the 
children. This phenomenon is frequently observed in 
families that migrate (Sluzki, 1979). For many Hispanics, 
language problems, value conflicts, and behaviors per¬ 
ceived as strange and threatening in the host country, 
cause a "cultural shock". The tendency is to cling to 
the security of traditional rules and patterns. 
c) The Family as an Open System in Interaction 
with Other Systems. 
The family microsystem is involved in a complex 
network of interactions with other social systems, such 
as schools, factories, neighborhoods, and peer groups. 
Surrounding these complex dynamics and monitoring extra- 
familial relationships is the influence of societal norms 
and values. When there is coherence in transactions and 
negotiations among systems, individual members of the 
family can direct themselves to active exploration of new 
personal and interactive areas, thus increasing their 
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autonomy and differentiation needs. Otherwise, the family 
as a system needs to monopolize all members' energies 
to protect its structure and functioning. Under these 
circumstances, symptomatic behavior arises as a signal 
of the rigid structuring of family relationships. 
Many of the conflicts Hispanic children present in 
school are due to the above described situations. The 
child, caught in a process of acculturation, brings to 
the family different values, breaking many rules of 
traditional culture and at the same time acting out their 
loss of identity and belonging. 
Within the frame of reference developed in this 
section, it is convenient and useful to conceptualize 
determinants of behavior in terms of two classes: 
person, (or intrapersonal) determinants and situation 
(or environmental) determinants (McReynolds, 1981, p. 14). 
The theoretical orientation that emphasizes joint effects 
of person and situation determinants is termed "inter¬ 
actional psychology" (Endler and Magnusson, 1976). The 
interactional approach has important implications for 
assessment because it takes systematic account of the fact 
that behavior is determined both by intrapersonal and 
environmental factors as well as by the interaction 
between them. Understanding of a child's behavior can be 
enhanced by greater knowledge of the setting in which the 
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behavior occurs. 
The interactional approach provides some attention 
to evaluation of environmental features as the child is 
observed in an interactional context, (family, school, 
neighborhood, peers, etc.), in which their differential 
behavior has a specific meaning. Assessment, therefore, 
begins by analyzing relationships existing "here and now" 
between individuals and their interactional system. 
The theoretical basis for studying phenomena inter- 
actionally sharply contrasts with the causal view that 
gives a linear interpretation to reality. For example, to 
say that a child has behavioral problems at school because 
his family has conflicts is a statement based on a linear 
interpretation of reality (inadequate family environment 
-^ bad behavior at school). The formulation of 
problems in terms of cause and effect is the result of an 
arbitrary punctuation of a circular situation. This cause 
and effect punctuation isolates one from a sequence of 
events that precede and follow it (Selvini-Palazzoli, 
Boscolo, Cecchin, Prata, 1980). 
In addition, the child's assessment using intra- 
psychically oriented techniques follows a "clinical model" 
that ends up with a label. This creates negative 
expectations for the child's future adjustment instead 
of providing an understanding of dysfunctional patterns 
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°f interactions that maintain the problem. Coppersmith 
(1982) refers to this situation as the "rule of linear 
blame because it reduces the complexity of a problematic 
situation by assigning blame either to individuals, school, 
and/or families. This concept is particularly important 
when an assessment is made by a person who does not belong 
to the same culture as the client. 
Integration and Model Building 
Despite common epistemological grounds in a 
systemic and interactional frame of reference to an 
analysis of family systems, leading groups may differ in 
their approaches to assessment and treatment of families. 
A critical step toward bridging ihe gap integration of 
concepts and principles and development of theoretical 
models. 
One recent attempt to develop an integrative model 
of the family was made by Olson, Russell, and Sprenkle 
in their Circumplex Model (1979, 1980). In developing 
the Circumplex Model, three dimensions emerged from the 
conceptual clustering of concepts from six social science 
fields, including family therapy. The three dimensions 
were: cohesion, adaptability, and communication. (See 
Table 1.) Fisher and Sprenkle (1978) and Sprenkle and 
Fisher (1980) gave empirical evidence to the importance 
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Family cohesion is defined as the emotional bonding 
that family members have toward one another (Olson, 
Russell, Sprenkle, 1979). At the extreme high end of 
the cohesion dimension (enmeshed systems) there is an over¬ 
identification with the family which results in an 
emotional, intellectual and/or physical closeness. The 
low extreme of cohesion (disengaged systems) results in 
emotional, intellectual and/or physical isolation from the 
family. It is hypothesized that the central area of this 
continuum is most viable for family functioning because 
individuals are able to experience and balance being 
independent from, as well as connected to, their families. 
Family adaptability is defined as the ability of a 
marital or family system to change its power structure, 
role relationships, and relationship rules in response 
to situational and developmental stress (Olson, Russell, 
Sprenkle, 1979). The central levels of this continuum 
seem more conducive to adequate marital and family 
functioning than the extremes. Morphogenesis is related 
to the ability of a system to change; while morphostasis 
refers to stability. Healthy families maintain a dynamic 
balance between them. 
By placing these two dimensions of cohesion and 
adaptability at right angles, Olson, Russell, Sprenkle 
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(1979) have developed a Circumplex Model which delineates 
16 family types. However, how these dimensions are 
related in therapy is still under investigation. 
A great effort has been made in this theoretical 
framework to simplify basic dimensions of concern in the 
construction of an instrument of assessment for Hispanic 
children and their families. For this reason basic notions 
of systemic and interactional approaches to be considered 
later in the theoretical paradigm have been outlined. 
Some important contributions had to be selected 
over others in the discussion of epistemology. The field 
of systemic theory is far from being consolidated into a 
congruent set of basic scientific axioms (Guerin, 1976; 
Liddle, 1982; Vieland and Constance, 1982). However, it 
is a promising field of research and has proven its 
utility in brief term family therapy especially with low- 
income and ethnic minority groups and in migration and 
family conflicts (Minuchin, 1970; Minuchin, Montalvo., 
1967; Selvini-Palazzoli, Boscolo, Cecchin, Prato, 1978; 
Sluzki, 1979). 
Ecosystemic Family Assessment: A Child's Perspective 
In this section, the theoretical paradigm and 
frame of reference that this study includes are described. 
The rationale for construction of a family assessment 
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instrument that provides data about how school age children 
adapt their needs to the pressures of their environment 
are also discussed. 
It is hypothesized that family and school are 
systems that have a hierarchical structure which maintain 
complementarity between sub-systems to function in an 
organized way. m the case of the family, the parental 
sub-system has a different position and power level than 
the children's sub-system. Parents establish norms and 
rules that have a cohesive function and allow the system 
to maintain continuity and balance. These norms and rules 
are permeated by the values of the parents' cultural 
context and are transmitted to the child. The child is 
expected to conform and behave in accordance with these 
norms (loyalty to the family system). 
The school is also a system governed by a hierchi- 
cal structure where the principals, teachers, and 
students are sub-systems organized in different power 
levels. This is evident when we consider the responsi¬ 
bilities of each sub-system when participating in planning 
procedures, activities, performance, and establishment 
of norms. The transmitted rules contain cultural values 
of the larger society. The more cohesive the structure 
of a system, the more congruent its functioning. The 
system imposes its norms on the child as a student and 
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has expectations with respect to their responses (loyalty 
to the school system). 
On the other hand, as was discussed in previous 
chapters, these norms and rules may be of a different 
quality from those of the family system's cultural back¬ 
ground. When they are not congruent and/or flexible to 
allow the child a certain amount of freedom to experiment 
with new behaviors (s)he is caught in a situation where 
to be loyal to one system means being disloyal to the 
other and vice versa. (S)he is thus caught in a para¬ 
doxical situation that disrupts the expected "normed" 
behavior. This is perceived as dysfunctional and the 
child is labelled as "a problem-child". In accordance 
with actual practice, the procedure is to assess the child 
to find the "cause" of dysfunctional behavior and plan 
the remedial action to be taken. 
The assessor becomes key in the establishment of 
"cause-effect" relatonships. (S)he is the "expert" who 
knows the adequate answers on "what to do". However, 
generally (s)he belongs to the School/Agency system and 
thus shares its values. Furthermore, usually assessment 
techniques, as previously outlined, belong to the 
cultural background of the main middle-class culture. 
It is not surprising then that the outcome of assessment 
puts a label of "deviant" on the child. The "blame" for 
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dysfunctional behavior can be put on the family, the 
child, and/or the school, thus initiating an escalating 
process of "who is the most responsible" and a negative 
feedback loop that maintains the system being closed to 
a real understanding of the situation. 
The instrument developed in this study, "El Chico" 
Test, will take into consideration cultural differences 
of the school and family systems as well as their trans¬ 
actions. The child's behavior will be considered as a 
"communicative act", communicating through symptoms how 
(s)he adapts to the pressures of the systems. In this 
way, the assessor will be able to connect both systems 
(Family and School) and translate their norms and rules 
in a way that can be understood by both. At the same 
time, (s)he will be a consultant to both systems helping 
them work out a set of basic norms and rules that are 
functional and felxible enough for the child to grow as 
an individual and as a member of the larger society. 
Both systems will function as a positive feedback 
loop that will take into account the needs of the parents, 
the teachers, and the child. This is expressed in a 
graphic way in the following paradigm. 
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Figure 2 
THEORETICAL PARADIGM 
FRAME OF REFERENCE; ECOSYSTEMIC 
INSTRUMENT 
(El Chico Test) A 
t 
CHILD'S Responses to the 
Hierarchy and Rules of both 
Systems (Family and School) 
(In an "Acculturation” Process) 
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Characteristics of the Instrument, "El Chico" Test 
The following is a description of the character¬ 
istics of the instrument, "El Chico" test: 
a) Theoretical Frame of Reference: The measure 
is constructed on the basis of an ecological 
perspective (Nuttall, Nuttdll, and Pedalino, 
1978) which involves the analysis of family 
ecology, process of family functioning, family 
environmental stresses, and coping strategies 
of ethnic minority groups. This model takes 
into account the structural components of the 
family in terms of the following systemic 
notions: 1) the personal system; 2) the 
immediate family; 3) the extended family and 
friends; 4) the community agencies; 5) the 
cultural values. At the same time, a systemic 
frame of reference is conceptualized to 
construct categories of responses to the 
instrument that integrate structural and 
strategic—interactional systemic approaches 
(Andolfi, 1979; Stanton, 1981). 
b) The instrument is sensitive to Hispanic culture, 
specifically Puerto Ricans and other Latino 
groups. 
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c) It is appropriate for use in a school setting 
and in cases where it is difficult to gather 
the whole family system, i.e., divorce, physical 
and sexual abuse, death of the parents, court 
cases, etc. 
d) It is intended to be a screening instrument 
in planning programs of intervention and pre¬ 
vention to support children in the context 
of their families. 
e) The instrument improves upon traditional 
assessment of the child. It provides a systemic 
view of problems as individuals are observed 
in an interactional context (family, school, 
community, peers, etc.). In these settings, 
the child's behavior has a specific meaning 
according to an analysis of the relationships 
that exist "here and now" between themselves 
and their interactional systems. 
f) It provides ways to restructure the relationships 
between the family and the school. 
To conclude, the assessment measure, "El Chico" 
Test, takes into consideration the main trends in family 
therapy. 
CHAPTER IV 
RESEARCH METHODOLOGY 
This chapter outlines the research methodology 
utilized in this study. It includes the specific hypotheses 
tested when the instrument, "El Chico" test, was admini¬ 
stered to two groups of Hispanic children, one with 
identified behavioral problems at school and the other 
without any identified behavioral problems. The hypotheses 
have been operationalized and specific examples given to 
score the children's responses to the measure. 
"El Chico" test is described and the administration 
instructions outlined. A semi-structured interview was 
used and presented either in English or Spanish, according 
to the child's language preference. Both versions are 
included in the Appendix together with the scoring and 
coding systems. The design, statistics, and procedures 
are specified. 
Statement of the Problem 
The problem is that procedures used to test Hispanic 
children do not take into account cultural differences of 
parents and teachers. Hispanic children in our society are 
often denied proper education because teachers do not 
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recognize cultural differences. 
Assessment of Hispanic children in United States 
school systems is often biased because of a lack of under¬ 
standing of their family cultural background. There is 
a need for an assessment measure that a) is sensitive to 
Hispanic culture; b) provides data about structural 
components of families in terms of cultural values, the 
personal system, immediate family, extended family and kin¬ 
ship networks, and peers; c) can provide data about trans¬ 
actions between families and school systems; and d) takes 
into account the child's needs as well as those of parents 
and teachers to avoid antagonistic positions or unilateral 
decisions in solving educational and behavioral problems of 
the child. 
The following areas are studied specifically: 
1. Emotional involvement and conflicts the child 
experiences in relationships with parents, 
peers, and teachers. 
2. Adaptability of the child in performing roles 
in relationship to authority figures such as 
teachers and compliance with the norms of the 
home and school system. 
3. Communication patterns between child, parents. 
and teachers. 
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Specific Hypotheses 
The following specific hypotheses guided this 
study: 
1. Children with identified behavioral problems 
at school will tend to give a higher number of 
responses on "El Chico" Test reflecting con- 
flictual affective relationships with teachers 
than children with no identified behavioral 
problems. 
2. Children with identified behavioral problems at 
school will tend to give a higher number of 
responses on "El Chico" Test, reflecting con- 
flictual affective relationships with peers than 
children with no identified behavioral problems. 
3. Children with identified behavioral problems at 
school tend to give a higher number of responses 
on "El Chico" Test, reflecting conflictual 
emotional relationships with parents than children 
with no identified behavioral problems. 
4. Children with identified behavioral problems 
at school will report a higher number of responses 
on "El Chico" Test, reflecting conflictual 
emotional relationships with siblings than children 
with no identified problems. 
5. Children with identified behavioral problems 
at school will report on "El Chico" Test more 
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difficulties accepting the authority of the 
teacher than children without identified problems. 
6. Children with identified behavioral problems 
at school will tend to report on "El Chico" 
test more difficulties accepting the authority of 
their parents than children with no identified 
problems. 
7. Children with identified behavioral problems at 
school will report on "El Chico" test more 
conflict between norms of the school and those 
of their home than children with no identified 
behavioral problems. 
8. Children with identified behavioral problems at 
school will tend to perceive on "El Chico" test 
more conflictual communication patterns between 
parents and school personnel than children with 
no identified problems. 
9. Children with identified behavioral problems at 
school will report on "El Chico" test more 
conflictual communication transactions between 
parents and extended family members than children 
with no identified problems. 
Operationalization of the Hypotheses 
below. 
Hypotheses 1 to 4 were operationalized as described 
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Affective relationship is the quality of the child's 
emotional involvement with teachers and peers at school and 
with parents and siblings at home. 
Children's responses were grouped into the following 
categories: "Close", "distant", "ambiguous", "conflictual", 
according to their content. 
Summary. Hypotheses 1 to 4 were scored according to the 
degree of conflict in this way: 
Affective Relationship 
4 3 2 1 
Close Distant Ambiguous Conflictual 
None Low Mild Severe 
Scores 
Degree of 
Conflict: 
Close relationship includes responses describing 
positive feelings between child and others; ascribing 
positive qualities to heroes and heroines; sharing be¬ 
longings; agreement regarding goals and expectations; 
acceptance of the other person, etc. 
Examples: "My teacher loves me, and I love her". . .; 
"(S)he is a very nice person". . .; "I love to be there" 
.; "I want to be a man like my father". . . ; I like 
the way she is". . . 
The affective relationships exemplified above 
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definitely fall within the dimension of love and acceptance. 
In these cases, it is evident that there is an absence of 
doubts and conflicts in the relationship between the child 
and other significant others. These responses were given a 
score of four. 
Distant relationship includes responses such as 
"I don't know. . .". The child may describe external 
characteristics of the person to whom (s)he is relating. 
The answers are evasive or neutral such as: "It depends", 
"I've never thought about this!", "She is tall, . . . Blond, 
. . . fat. . .". In general, the child's responses are 
devoid of emotional connotation; there may be pauses, 
emotional indifference, or a delayed reaction to stimuli. 
In this category, the expressed degree of conflict is low. 
These responses were given a score of three. 
Ambiguous relationship Responses show ambiguous 
feelings and emotions. There may be description of defects, 
and/or negative characteristics; etc. 
Examples: "I wish they liked me, but. . . ; They don t 
want to be my friends". "She is nice to me, but yells at 
others". "I need to please to be accepted. . . ; etc. 
In these cases, the degree of conflict is mild and the 
responses were scored with two points. 
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Severe conflictual relationship. Responses show 
definite negative feelings on one or both sides, such as: 
"He scares me. . "Nobody loves me there. . "i have 
a lot of problems with. . "i have mixed feelings. . 
etc. In these cases, the degree of conflict is severe 
and the responses were scored with one point. 
Hypotheses 5 to 7 were operationalized in the 
following manner. 
Adaptability to authority figures is the child's 
degree and quality of functional role relationship to 
authority figures (power) at school and at home, as well 
as his/her acceptance or rejection of norms. In this 
category, the child's responses were grouped with respect 
of his/her role as: "assertive" (autonomous), "respectful", 
"fearful", and "conflictual". 
Adaptability to authority and norms 
Scores: 4 3 2 1 
Assertive Respectful Fearful Conflictual 
Degree of 
Conflict: None Low Mild Severe 
Assertive response is when the child adapts to 
authority figures who assume responsibility over his/her 
behavior. (S)he understands the function of rules to 
organize behavior and the need of leadership to efficiently 
perform and conclude a task. (S)he feels competent to 
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assume leadership in games with peers and cooperate with 
authority figures. (s/he shows clear moral judgement. 
Examples; "I know what I have to do and I do it." "When 
I play with my friends, we decide what we are going to 
do . . .; "Sometimes I play what they want, other times, 
they play what I like". . . ; "We have to follow the rules, 
otherwise it's a mess". . . "When I don't understand why I 
have to do something, I ask"; etc. In these cases, absence 
of conflicts and acceptance (adaptability) of power and 
norms is evident. These responses were scored with four 
points. 
Respectful response is when the child accepts the 
norms because of "respect" to the authority figure. There 
is not a clear understanding of the function rules play in 
organizing behavior. The child accepts because "obeying" 
is a matter of respect and trust. In games with peers, the 
child mostly assumes the role of "follower". 
Examples: "I do what my teacher (parents) says because 
this is good for me." "When I play with friends, I do what 
they say because they know better how to play the game. . . 
"I know that we have to follow some rules, but I don't 
remember all of them.". . . ; etc. 
In these cases, the degree of acceptance (adaptability) 
of power and norms is high, but because there is not a 
81 
clear understanding of rules and roles, the confusion may 
produce withdrawal, passivity, lack of initiative, etc. 
In some instances, there is the presence of doubts and a 
certain low degree of conflict. These responses were 
scored with three points. 
Fearful response is when the child shows submission 
to authority figures because of fear of punishment and/or 
avoidance of tense situations. (S)he tries to "get along 
with", but actually does whatever (s)he pleases when the 
authority figure is not present. Resentment toward power 
figures prevails over understanding of rules to organize 
behavior. The presence of passive manipulations appears 
to avoid responsibility over his/her behavior are evident 
in responses. Norms are expressed and perceived by the 
child in a negative way, i.e. "Don't. . .". 
Examples: "I don't like my teacher because she doesn't 
want me to talk, . . . move, . . . ask, etc." "When my 
friends play a game that I don't like, I quit. . . and 
wait till they need me or ask me something, then, they will 
see!" "I. have to behave, otherwise, they punish me!"; etc. 
In these cases, the child's responses show a lot of 
ambivalence and doubts, so the degree of acceptance and 
adaptability to authority figures and norms is moderate. 
The possibility of conflict is mild. These responses were 
scored with two points. 
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Conflictual response is when there is a rejection 
of authority figures and norms. The child's behavior 
clearly shows an overt disagreement with both. (S)he is 
acting out her/his conflicts. The child may be overtly 
aggressive or show an extreme withdrawal and passivity. 
(S)he does not have any notion of rules to structure and 
organize the task and/or games. 
Examples: "Nobody is going to tell me what I have to do!". 
"When I don't like something, I fight. . . "I don't want 
to have anything to do with anybody!"; "I never play with 
others, I don't like them, they are mean to me. . ."; "I 
don't know what they want from me"; etc. In these cases, 
the degree of acceptance (adaptability) of power and norms 
is nil and the degree of conflict relating to authority and 
norms is high. The responses were scored with one point. 
Hypotheses 8 and 9 are operationalized as described 
below. 
Communication patterns are the child's apperception 
(punctuation) of the transactions between the child, 
parents, and teachers. According to the child's connotation, 
the transactions can be grouped as "supportive", "instru¬ 
mental", "ambiguous", or "conflictual". 
Summary. Hypotheses 8 and 9 were scored according to the 
degree of conflict in communication patterns in the following 
way: 
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Scores: 
Degree of 
Conflict: 
Communication Patterns 
4 3 2 
Supportive Instrumental Ambiguous Conflictual 
None Low Mild Severe 
Supportive communication pattern is when, at home, 
the child perceives transactions between child-parents, 
child-kin and child-peers as positive, i.e., denoting 
feelings of caring and sharing, concern and interest on 
issues related to the child. At school, the child perceives 
transactions between family and school as positive and 
cooperative. There is agreement and mutual understanding 
and compatibility of norms and values. 
Examples: "How do you like. . .?"; "I understand you. . ." ; 
"We share your concern about this. . ."; "We also believe 
that. . . is the best we can do for. . . "We will do 
whatever is possible in our side to help with this problem . 
In these cases, there is no evidence of conflictual issues 
and values. These responses were scored with four points. 
Instrumental communication pattern is when there is 
an interchange of information or opinions about school or 
other issues. At home, this includes instructions about 
normative behavior which the child understands and accepts. 
At school, this includes clarification about norms without 
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a judgmental attitude toward social beliefs and cultural 
values. 
Examples; "Eat your supper, it's good for your health". 
"I want you to know that . . "Our position with respect 
to this issue is. . . , yours?"; "I would like to have your 
opinion on what happened, however, our norms are. . . 
because. . etc. In general, the communication trans¬ 
actions have a low degree of conflict. These responses 
were given a score of three points. 
Ambiguous communication pattern. At home, the 
child's response is stated in a way that may result in 
conflict, such as refusing to speak back, not complying, 
giving excuses, or stating a different opinion, etc. e.g., 
"I don't know"; "... nothing. . . "; "Yes, but. . ." 
At school, despite the content, transactions between family 
and school are perceived as different by the child and each 
one stands firmly in his/her position. There may be a 
reference to different perspectives on the same issue 
but no attempt to negotiate. 
Examples: "We have a different opinion. . . and that is 
the way it should be. . ." "There is no discussion that 
he has to attend this class. . ." "The only way is that 
(s)he learns how to cope here. . etc. In general, 
there is evident polarization of points of view on the 
85 
same issue. The degree of conflict is mild and responses 
were scored two points. 
Severe conflictual communication pattern, at home, 
consists of reprimands, complaints, and punishments. The 
child s response is stated in a way that is clearly con¬ 
flictual , such as: "I don't care. . . ; "I'm mad. 
angry. . . sad. . .". At school, there is an escalation of 
negative feelings, "blaming", pessimism about solutions, 
and complaints about events, values, and norms. Trans¬ 
actions between teachers and parents are clearly defensive 
and/or apologetic. Members oppose each other. There may 
be a disqualification of each other's cultural values. 
Examples: "I don't see any solution to this. . "Your 
son's refusal to participate in certain activities is 
nonsense. . "Since she sharted school, she is behaving 
in a disrespectful way, questioning everything. . "She 
must have done something, if they bothered her. . .". 
In general, the degree of conflict is severe and responses 
were scored one point. 
General Policy: Whenever confusion arose, the 
lower degree of conflict was scored. 
Measure 
This measure contains 16 pictures depicting Hispanic 
characters in school and urban settings at home. There are 
six pictures for both boys and girls, five for boys only 
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(B), and five for girls only (G). The content of the 
pictures is as follows: (F = Family set) 
F 1 Extended family and nuclear family at dinner table. 
Two adults (a woman and a man) ; two middle aged people 
(a woman and a man); two children (a girl and a boy) . 
F2B A family reunion. Three couples of various ages. 
A boy is watching. 
F3G The same scene. A girl is watching. 
F 4 Several children of different ages and sexes playing 
in the street near a house. 
F5B Several children playing in the street with a boy 
watching. 
F6G Several children playing in the street with a girl 
watching. 
F 7 A party. Several people of different ages gathered in 
groups. Some children are playing together, others 
are sitting alone. 
F 8 The same scene with the difference that the child in 
the background seems much more isolated than the rest 
of the people. 
(S = school set) 
S9B School playground. Several children engaged in 
different activities, one pointing at another; a boy 
is watching. 
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S10G The same scene, but a girl is watching. 
SiIB A classroom situation. A male teacher is looking 
at a boy who is standing. A boy and a girl are 
watching. 
S12G The same situation. A girl is standing and looking 
at the teacher. 
513 The Principal's office. A family consisting of a 
man, a woman, and a child are looking at the teacher. 
The Principal is sitting behind the desk. 
514 The same scene, but in this picture the male figure 
is standing in front of the Principal's desk. 
S15B A boy is standing behind the bars of an iron fence 
and looking forward. 
S16G The same scene with a girl. 
Administration 
The assessor needs to have the following materials: 
-A complete set of pictures described above. 
-The protocols for the inquiry. 
-Pencils, erasers, sharpeners, crayons, and several 
sheets of drawing paper. 
-Candies and small toys to use for joining or to 
reinforce the child when necessary. 
-A watch. 
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General Instructions: 
A. Joining. As a general norm, there must be a 
brief period of time dedicated to joining with the child 
and releasing his/her possible tension with the unknown 
situation. When the assessors feel that the child is too 
anxious and/or inhibited, they may give them a candy or 
suggest that the child starts with a drawing. In case of 
extreme inhibition, it is advisable to suspend the interview 
and to dismiss the child for a next appointment. 
Use of first page of the protocol in the joining process: 
The assessors ask the children their names, ages, grades, 
and language preference. Then they fill in the data and 
may start asking about the family's structure and years of 
residence in the United States. Completion of the question¬ 
naire should be done according to the protocol instructions. 
B. Examiner's attitude. To develop a warm relation¬ 
ship with the child, the assessor must show in all 
circumstances, a non-judgmental and accepting attitude. 
C. Assessment setting. The physical conditions of 
the place where the assessment is performed should be 
comfortable and quiet to sufficiently guarantee the child s 
concentration and privacy. Preferably, the assessor should 
be of the same ethnic background as the subject. 
Control. Each subject is administered the D. 
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complete set of pictures in one session. The maximum 
time is approximately one hour. The subject is given a 
brief break in cases where he asks to go to the bathroom 
or starts to show signs of fatigue. The subject may not 
be allowed to return to the classroom or go outside the 
building. The assessor is responsible for the safety of 
the child. He should stimulate the child with general 
comments such as: "That's good, you are working fine!" 
The assessor will prepare, beforehand, the set of pictures 
corresponding to the sex of the child. 
E. Instructions: 
"I have some pictures which show a child in many 
situations and with various people. I'd like you to look 
at each one of them and answer the questions that I'm 
going to ask you". 
Subsequently, the assessor will hand the first 
picture to the subject and will say: "What is happening, 
here and now?" The child should be allowed time to describe 
the picture and to identify the persons. The assessor 
writes the child's verbalizations in the corresponding space 
of the protocol. Then, (s)he proceeds with the semi- 
structured interview which has been prepared for each 
picture. 
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F. Recording 
Reaction time is the delay in responding between the 
handing of the picture and the child's verbalization. 
Total time is the time lapse between the handing 
of the picture and the ending of the semi-structured 
interview regarding the picture. 
The lower limit time for a picture is two minutes. 
However, if a subject is almost non-verbal and/or if a 
subject rejects a given picture, the actual time of 
verbalization is recorded. There is no upper limit to the 
child's verbalization. 
Record behavioral observations. Space is provided 
in the first page of the protocol for observations. There, 
the assessor registers unusual comments by the subject, 
unusual facial and body gestures, and other important 
information for qualitative analysis of the data. 
Instructions for the Genogram. 
The assessor will complete the Genogram on the first 
page of the protocol according to the following instruc¬ 
tions. 
-Ask the child with whom (s) he is now living. 
-Briefly explore, cultural, ethnic and religious 
affiliations of the parents. 
-In the section corresponding to the Genogram, cross 
out the square if the father is not living with 
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the child and the circle if the mother is not 
living with him/her. Otherwise, write their names, 
ages, places of birth and occupations. 
-Write in the person who is filling parents' 
functions and, laterally, make the observation. 
Include age, place of birth and occupation if 
the child can provide this information. 
-Proceed to draw the squares for brothers and circles 
for sisters in the corresponding space and write 
inside the age of each, starting with the oldest 
and proceeding in temporal sequence. 
-Include the child being tested with the notation 
(Subject) to identify him/her. 
-Ask the child where they were born. 
-Register then, in the upper portion of the genogram, 
the square (grandfather) and the circle (grand¬ 
mother) , as well as where they were born or are 
actually living. 
-Register other information about the extended family 
members either living with the child or in Puerto 
Rico, but who are in close contact with him/her. 
-If the child cannot provide the information re¬ 
quested, do not insist. 
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Design 
Hispanic children, 9 to 11 years old, attending 
Holyoke elementary schools were studied using a correla¬ 
tional ex post facto design. A measure consisting of 16 
thematic pictures depicting common situations Hispanic 
children confront in their daily family life and at school 
was constructed following an ecosystemic approach. An 
interview focused on the child's responses to the pictures, 
exploring the child's "emotional involvement", "adaptability 
to authority figures and norms", and "communication patterns" 
between family members and the school system. Correlations 
were established between 30 Hispanic children with identified 
behavioral problems at school and 30 Hispanic children 
without identified behavioral problems who were of the same 
age group. 
Statistics 
The major statistical tasks involved in this in¬ 
vestigation were: content validation of the measure, 
interscorer reliability, statistical description of the 
sample, and statistical analysis of the various hypotheses. 
Content validation 
In order to determine whether the content of this 
test is valid for the purposes intended, two experts in 
child mental health were asked their judgment as to its 
relevance. 
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Interscorer Reliability 
In order to determine the consistency with which 
different psychologists • score the same protocols, inter- 
scorer reliability estimates were obtained. Two experienced 
"*v • '** • 
school psychologists independently rated all the protocols. 
The two scores obtained were then correlated using the 
Pearson Product Moment Correlation Coefficient. This 
correlation constitutes the measure of interscorer 
reliability. 
Interitem Consistency 
In order to determine the homogeneity of the 
behavior domain sampled, the Cronbach Coefficient Alpha was 
used. This provided an estimate of the consistency of the 
domain sampled. 
Descriptive Statistical Analysis 
Demographic characteristics of the sample were 
obtained using descriptive statistics such as means, 
standard deviations, and percentages. Variables such as 
age, sex, language spoken, years in the United States were 
included. 
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Analysis of the Hypotheses 
T-tests were computed for all the items measuring 
affective relationship, adaptability to authority figures 
and norms, and communication patterns. 
Procedures 
The procedures followed in this study are described 
in the following sequence: 
Step 1. Select experimental group 
The sample was drawn from a list of Hispanic children, 
9 to 11 years old, who were referred by two public schools 
for core evaluations because of behavioral problems in 
school. 
Thirty Hispanic children with identified behavioral 
problems formed our experimental group. 
Step 2. Select’ control group. 
Thirty Hispanic children attending public schools 
were selected matching age, sex, and school grades. These 
children did not present identified behavioral problems 
and constituted our control group. 
Step 3. The measure, "El Chico" Test was administered to 
all the children individually by the researcher. Demo¬ 
graphic data were obtained. 
Step 4. Two school psychologists scored all protocols 
and obtained interscorer reliability. 
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Step 5. Coding, keypunching, and cleaning the data. 
Coding of the data was done by the researcher and 
keypunching and verification by a specialist. Statistical 
Package for the Social Sciences (SPSS) was used for 
analyzing the data. Missing data codes were not used. 
Step 6. Statistical analysis was performed using T-tests. 
CHAPTER V 
FINDINGS 
This chapter reports the findings of the research. 
It contains several sections. Content validity of the 
measure and interitem consistency are presented. Time 
needed to complete "El Chico" test is analyzed for the total 
sample and for the two groups of Hispanic children with 
and without identified behavioral problems at school. 
The demographic description of the sample is summarized. 
Finally, the hypotheses are discussed comparing T-values 
of the two groups on affective relationships, adaptability 
to authority and norms, and communication patterns. 
Content Validity of the Measure 
In order to determine whether the content of the 
measure was valid for the purposes intended, two female 
doctoral candidates in Counseling Psychology were asked 
to judge the relevance of each of "El Chico test items. 
These judges were of bilingual, bicultural Hispanic back¬ 
ground and had wide experience in school and clinical 
work with Hispanic children. They worked independently 
of one another. 
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The total judge agreement on the 76 items of "El 
Chico" test was 99 percent. In the School set of the 
measure, there was a 100 percent agreement on all items; 
in the Family set, 98 percent. The judges questioned the 
item: "activities the child is expected by parents to 
perform at home", as well as "language spoken" when the 
child communicates with extended family, siblings and 
neighbors' children. However, we decided to maintain these 
items in the test as: a) language used by the individual in 
transactions with significant others has been found by 
several authors (Berry, 1976; Morton & Sue, 1979; Olmedo, 
1979) to be very relevant to the process of acculturation 
and related to the child's verbal fluency (Costantino, 
Malgady, Vasquez, 1981; Margolis & Vasquez, 1981; Margolis, 
1968; Thompson, 1949); and b) the activities the child is 
expected to perform at home are directly related to the 
child's responses to authority and norms, which is one of 
the basic assumptions explored by the measure. 
Results of judge agreement and disagreement, detailed 
by item in Table 15 of the Appendix, show that the content 
validity of "El Chico" test is congruent with the purposes 
intended. 
Interitem Consistency 
The consistency of responses to all items in each 
98 
of three domains of the measure was assessed using Cronbach's 
Coefficient Alpha (Cronbach, 1951; Kaiser & Michael, 1975; 
Novick & Lewis, 1967). The three domains; communication, 
affective relationship, and adaptability to authority and 
norms, are presented in Table 2. 
Table 2 
Reliability Coefficients for "El Chico" Test 
Domain Alpha Coefficients 
Communication 
.92022 
Affective Relationship 
.94338 
Adaptability to Authority 
and Norms . 86094 
The Alpha test shows a high degree of homogeneity in 
each domain of behavior sampled. Alpha Coefficients ranged 
from .86 to .94. Thus, "El Chico" test scores allow fairly 
unambiguous interpretations about the child's communication 
patterns at home and at school, affective relationship, 
adaptability to authority and norms. 
Items names, means, standard deviations, and 
correlation matrices for each of the three domains are shown 
in the Appendix. 
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Interscorer Reliability 
Another psychologist and this author scored ten "El 
Chico' test protocols independently of each other in all 
twenty scoring categories. There was agreement on 93 
percent of all items scored by the two examiners. There¬ 
after, the author scored all protocols "blindly", that is, 
without knowing what class a subject attended and whether 
he had adaptation problems at school. 
The range of correlations was from .78 to 1.00 out 
of 24 items. Thirteen were rated with a correlation of 
1.0; 8 were higher than .95; and only three were rated 
.78, .80 and .84 respectively. Detailed correlations 
for each scoring category are shown in Table in the 
Appendix. The correlations demonstrate a statistically 
significant interscorer reliability of "El Chico" test 
scoring system. 
Time Needed to Complete "El Chico" Test 
Protocols were scored to take into account time 
limits used by children in answering the test. A table 
comparing the means, standard deviations, and critical time 
limits in "El Chico" test Set 1 (Family Transactions) and 
Set II (School Transactions) is presented below: 
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Table 3 
Time Required to Complete "El Chico" Test 
Means, Standard Deviations, and Critical Time Limits 
(N = 60) 
Mean Time SD Minutes taken to complete test 
Maximum Minimum 
Set I 29 m. 6 sec. 5.51 50 15 
Set II 29 m. 4 sec. 5.29 48 15 
Total 58 m. 2 sec. 11.28 98 30 
Data of Table 4, show that there is practically no 
difference in timing between the two sets. The average 
total time required to complete the test was 58 minutes 2 
seconds. However, the critical time limits have a wide 
range of variation. Usually findings showed that a short 
time limit was associated with difficulty in verbal fluency 
due to poor knowledge of the language or to emotional 
stresses. 
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Table 4 
Comparison of Time Needed to Complete 
"El Chico" Test 
(N = 60) 
Mean time SD F-Value 2-Tail P 
SET I (Family) 
Group 1 30.20 6.49 
2.22 
.035 
Group 2 29.06 4.35 
SET II (School) 
Group 1 29.70 6.51 
2.94 .005 
Group 2 29.13 3.80 
TOTAL TIME 
Group 1 59.56 12.36 
1.49 .291 
Group 2 56.96 10.13 
Group 1 = children with identified behavioral problems 
Group 2 = children without identified problems 
F-value for mean time in completing the two sets of 
"El Chico" test show a consistent tendency of children 
without identified problems at school to be faster in 
completing the test. However, when calculations were per¬ 
formed for total time, the total groups were not signifi¬ 
cantly different. 
For practical considerations, it is sufficient to 
state that the average time needed by 9-11 year old Hispanic 
children to complete "El Chico" test is sixty minutes. 
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Demographic Description 
Subjects were sixty Hispanic children (31 boys and 
29 girls) attending first to sixth grade in Holyoke, 
Massachusetts public schools. Their mean age ranged from 
nine to eleven years (Mean 9.98; SD .85). All subjects 
were at least of average intelligence. Further, they came 
from families of low to middle socioeconomic status. 
Thirty of the children were students without identi¬ 
fied behavioral problems and thirty needed core evaluation 
because of poor achievement and poor overall adjustment at 
school. School adjustment was selected as the criterion 
against which "El Chico" test scoring system was to be 
validated. 
All the children were of Hispanic origin. Their 
grandparents were born in Puerto Rico and fifty eight 
percent are still living there. Fifty percent of the 
children were living with both natural parents, forty-two 
percent with mother and only three percent with father. 
Years of residence of adult household members varied from 
two to twelve years (Mean 7 years 1 month) . 
Inquiry about language preference showed that only 
23.3 percent of the children preferred to use English, 
41.7 percent had no preference, and 35 percent chose 
Spanish as the language with which they express themselves 
comfortably and fluently. more 
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Analysis of the Hypotheses 
In this section, hypotheses concerning affective 
relationships, adaptability to authority and norms, and 
communication patterns of Hispanic children with and 
without identified behavioral problems at school are 
discussed. 
Affective Relationships 
Hypothesis I states that 
Hispanic children with identified behavioral 
problems at school will tend to give higher 
numbers of responses on "El Chico" test than 
children with no identified behavioral problems, 
reflecting conflictual affective relationships 
with teachers. 
T-tests were obtained comparing the two groups. 
Results are outlined in Table 5 showing means, standard 
, T-values, and levels of significance. deviations 
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Table 5 
Means, Standard Deviations and T-values of 
Affective Relationships with Teachers of 
Groups 1 and 2 
(N = 60) 
Variable Mean SD T-Value 
Affective Relationships 
with Teachers: 
Group 1 1.36 .76 -8.64* 
Group 2 3.40 1.03 
Group 1 = Children with behavioral problems. 
Group 2 = Children without behavioral problems. 
58 Degrees of Freedom *2-Tail Probabilities p < .001 
This hypothesis was supported. Consistently, 
children with identified problems at school reported a 
greater number of conflictual affective relationships with 
their teachers than children without identified behavioral 
problems (T = -8.64). 
Hypothesis II stated that 
children with identified problems at school will 
give a higher number of responses on "El Chico" 
test than children in the control group, reflecting 
conflictual affective relationships with peers. 
Table 6, shows results obtained by comparing the 
two groups. 
105 
Table 6 
Means, Standard Deviations and T-values of 
Affective Relationships with Peers of 
Groups 1 and 2 
(N = 60) 
Variable Mean SD T-value 
Affective Relationships 
with Peers 
Group 1 1.73 1.04 -8.72* 
Group 2 3.73 .69 
Group 1 = Children with identified problems at school. 
Group 2 = Children without identified problems at school. 
58 degrees of Freedom *2-Tail Probabilities p <.001 
Hypothesis was confirmed by the data obtained. 
Children with identified behavioral problems at school 
reported statistically significant (T = -8.72, p <.01) 
more conflictual affective relationships with their peers 
than the control group. 
Hypothesis III stated that 
children with identified behavioral problems at 
school will give a higher number of responses 
on "El Chico" test than children with no 
identified problems, reflecting conflictual 
emotional relationships with parents. 
T-tests were conducted comparing the responses of 
the two groups of children. Results are outlined in 
Table 7. 
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Table 7 
Means, Standard Deviations and T-values of 
Affective Relationships with Parents of 
Groups 1 and 2 
(N = 60) 
Variables Mean SD T-value 
Affective Relationships 
with 
Father 
Group 1 1.83 1.11 
-8.85* 
Group 2 3.76 .43 
Mother 
Group 1 2.03 1.35 -7.25* 
Group 2 3.90 .41 
Group 1 = Children with behavioral problems. 
Group 2 = Children without behavioral problems. 
58 Degrees of Freedom. *2-Tail Probabilities p < .001 
T-values for affective relationships with father 
(T=-8.85) and mother (T=-7.25) were both statistically 
significant (p ^ .001) of greater frequency of negative 
feelings and conflicts between children with behavioral 
problems and their parents than in the control group. 
Hypothesis IV stated that children with 
problems would show more conflictual 
emotional relationships with siblings 
than children without adjustment problems. 
Data reported in Table 8, were consistent with 
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this hypothesis. Children with behavioral problems reported 
more conflictual issues with their brothers and sisters 
than children in the control group. T-values for 
differences between groups were highly significant 
(p < .001) of more conflicts with brothers (T=-5.40); with 
sisters (T=-4.71); and with siblings in general (T=-6.75). 
To conclude, all four hypotheses concerning the 
affective relationships domain explored through "El Chico" 
test were supported. Highly significant differences 
(p < .001) were found between the two groups in their 
affective relationships with teachers and peers at school 
and with parents and siblings at home. 
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Table 8 
Means, Standard Deviations, and T-values of 
Affective Relationships with Siblings of 
Groups 1 and 2 
(N = 60) 
Variables Mean SD T-Value 
Affective Relationships 
with Brothers 
Group 1 2.33 1.24 
-5.40* 
Group 2 3.73 .69 
with Sisters 
Group 1 2.40 1.16 -4.71* 
Group 2 3.60 . 77 
with Siblings 
Group 1 2.36 1.21 -6.75* 
Group 2 3.93 . 36 
Group 1 = Children with behavioral problems 
Group 2 = Children without behavioral problems. 
58 Degrees of Freedom. *2-Tail Probabilities p <. .001 
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Adaptability to Authority and Norms 
The following hypotheses related to the adaptability 
to authority and norms domain explored by "El Chico" test. 
Hypothesis V states that 
Hispanic children with identified behavioral 
problems at school will report more difficulties 
accepting the authority and norms of the teacher 
than children without identified problems. 
Table 9, shows means, standard deviations and 
T-values obtained by comparing the two groups of Hispanic 
children. 
Table 9 
Means, Standard Deviations, and T-values of 
Adaptability to Authority of the Teacher 
and Norms of Groups 1 and 2 
(N = 60) 
Variables Mean SD T-value 
Authority of 
and Norms of 
Group 
Teacher 
School 
1 1.53 . 57 -9.98* 
Group 2 3.20 . 71 
Group 1 = Children with identified behavioral problems. 
Group 2 = Children without identified behavioral problems. 
58 Degrees of Freedom. *2-Tail Probabilities p <.001 
This hypothesis was supported by the findings. 
Children with identified problems at school differed very 
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significantly (T - -9.98, p < .001) from the control group 
Hypothesis VI stated that 
the children with identified behavioral problems 
would show in their responses to "El Chico" test 
more difficulties accepting authority and norms 
of parents than the control group. 
Hypothesis VI was supported by the data obtained. 
Table 10 
Means, Standard Deviations, and T-values of 
Adaptability to Authority and Norms of 
Parents of Groups 1 and 2 
(N = 60) 
Variables Mean SD T-value 
Authority of 
and Norms of 
Group 
Parents 
the Home 
1 1.70 . 75 -7.42* 
Group 2 3.10 .71 
Group 1 = Children with identified behavioral problems. 
Group 2 = Children without identified behavioral problems. 
58 Degrees of Freedom. *2-Tail Probabilities p < .001 
Hypothesis VI was supported by statistical analysis 
of the data. A T-value of -7.42 is highly significant 
(p <.001) of differences between the two groups of 
Hispanic children. The group with behavioral problems 
reported more rejection and conflictual issues with 
authority and norms that parents established at home than 
children without behavioral problems. 
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Finally, hypothesis VII: 
Hispanic children with identified problems at 
school will report on "El Chico" test more 
conflicts between norms of the school and 
those of the home than children with no 
identified behavioral problems. 
The statistics supporting this hypothesis are 
presented in Table 11. 
Table 11 
Means, Standard Deviations, and T-values of 
Adaptabilitity of Norms of the School and 
those of the Home for Groups 1 and 2 
(N = 60) 
Variable Mean SD T-value 
Adaptability to School 
and Home Norms 
Group 1 1.53 . 97 -9.74* 
Group 2 3.63 .66 
Group 1 = Children with identified behavioral problems. 
Group 2 = Children without identified behavioral problems. 
58 Degrees of Freedom. *2-Tail Probabilities p <.001 
Hypothesis VII was also supported by the data 
obtained. A T—value of —9.74 showed a statistically 
significant difference between the two groups: children 
with identified behavioral problems showed on "El Chico' 
test, more conflictual responses between norms of the 
school and those of parents than the control group. 
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To conclude, all three hypotheses related to 
authority and norms were supported. T-values showing 
differences between the two groups of Hispanic children 
were all highly significant (p < .001). Thus, children 
with adjustment problems differed in their response scores 
to adaptability to authority and norms. Their responses 
indicated greater frequency of norms rejection, more con¬ 
flicts with parental and teacher authority, and more con¬ 
flicts around norms between house and school than children 
without identified problem. 
Communication Patterns 
Hypothesis VIII stated that 
Children with behavioral problems will perceive 
more conflictual communication patterns between 
parents and school personnel than the control 
group. 
Table 12, showing means, standard deviations and 
T-values is presented below. 
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Table 12 
Means,Standard Deviations, T-values of 
Communication Patterns between Parents 
and School Personnel of 
(N = 60) 
Groups 1 and 2 
Variable Mean SD T-value 
Communication 
School-Parents 
Group 1 1.16 . 59 
-14.24* 
Group 2 3.66 .75 
Parents-School 
Group 1 1.30 . 70 -17.96* 
Group 2 3.86 . 34 
Group 1 = Children with identified behavioral problems. 
Group 2 = Children without identified behavioral problems. 
58 Degrees of Freedom. *2-Tail Probabilities p <.001 
This hypothesis was supported by the data. Communica¬ 
tion between school personnel and parents was found to be 
statistically significant (T = -.14.24, p <.001) variable 
for children with adjustment problems at school. They 
indicated more conflict in this domain than the control 
group. Also parent's and school personnel's communication 
patterns differed significantly (T = -17.96, p < .001) 
between the two groups of children. Parents and children 
with behavioral problems were reported by their children 
as discussing more conflictual issues with school officials. 
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Thus, children with adjustment problems were 
consistently (p <.001) reporting more conflictual verbal 
interactions between parents and school officials than 
children without identified problems. 
The last hypothesis stated that: 
Children with identified behavioral problems 
at school will report, on "El Chico" test, 
more conflictual communication transactions 
between parents and extended family members 
than children with no identified problems. 
Table 13, showing means, standard deviations, and 
T-values is presented below. 
Table 13 
Means, Standard Deviations, T-values of Communication 
Patterns between Parents and 
Members of Groups 1 
(N = 60) 
Extended 
and 2 
Family 
Variable Mean SD T-value 
Communication 
Extended Family 
Group 1 1.66 . 84 -6.74* 
Group 2 3.10 . 80 
Group 1 = Children with identified behavioral problems. 
Group 2 = Children without identified behavioral problems. 
58 Degrees of Freedom. *2-Tail Probabilities p < .001 
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This hypothesis was supported by statistical analysis 
of the data. Communication between parents and extended 
family members was found to be a more statistically 
significant (T = -6.74, p <.001) variable for children 
with identified problems than for children without adapta¬ 
tion problems at school. Children with adaptation problems 
differed from children of the control group in that they 
reported more arguments and disagreements in the communica¬ 
tion patterns between family members. 
Summary 
In order to test hypotheses, children's responses to 
the pictures on "El Chico" test were grouped in each of 
the three domains explored by the measure: 1) affective 
relationships, 2) adaptability to authority and norms, and 
3) communication patterns. Further, the hypotheses were 
statistically analyzed using T-test values and 2-Tail 
probabilities significance level. 
In this chapter, each of the hypotheses were 
discussed and statistical results were shown in corresponding 
tables. All hypotheses were supported. Consistently, 
(p <.001), children with identified problems at school 
reported greater number of conflictive issues than the 
control group in 1) affective relationships with teachers 
and peers at school and with parents and siblings at home, 
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2) poor adaptability to authority of teachers and parents 
and greater frequency of rejections of norms of school 
and home; 3) more conflictual verbal interactions between 
parents and school officials; and 4) more conflictual 
verbal transactions between parents and family members. 
Verbal Fluency 
To measure ability to communicate and express feel¬ 
ings about material presented in the measure, a verbal 
fluency study was included in the research to establish 
differences between the two groups of Hispanic children. 
Verbal fluency was calculated by adding the total number 
of words spoken by the children in response to various 
questions asked about each picture on the test. Table 
shows the breakdown of verbal fluency for each picture. 
The variable name, means, standard deviations, T-values, 
and 2-Tail probabilities are specified. 
A statistically significant difference (p < .001) 
in verbal fluency was found between the two groups of 
children when reporting family transactions. Children with 
identified problems presented more difficulty in communicat¬ 
ing events and stories connected with their family life 
style and relationships. However, this difference was 
not statistically significant when they reacted to material 
transactions at school nor when questioned concerning 
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about specific problem areas related to themselves. This 
tendency may be interpreted as an indicator of the 
children's loyalty to their families. They were unwilling 
to report details concerning issues of family relationships 
even though they acknowledged conflicts and rejections. 
Qualitative Analysis 
In this section a qualitative analysis of the find¬ 
ings is discussed. An overview is presented for the two 
groups of Hispanic elementary school children. Percentages 
are used to pinpoint the major trends found through the 
frequencies of their responses to "El Chico" test. 
General characteristics 
Children, nine to eleven years, without identified 
behavioral problems tended to attend higher grades than 
children of the same age group with identified behavioral 
problems. 
Grandparents were born and are still living in 
Puerto Rico. Sixty percent of their parents were born in 
Puerto Rico, thirty-three percent in the mainland. They 
felt strongly connected with their family of origin and 
frequently visited them. 
Seventy percent of the children lived with both 
natural parents, thirty percent with mother and siblings. 
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Language Preference: Thirty percent of this group peferred 
English, twenty percent Spanish; the remaining fifty percent 
indicated no preference believing they expressed themselves 
fluently in both languages. They showed a high verbal 
fluency, and needed less time in reacting to the stimuli and 
less variance range in completing the test. Their average 
time was 56 minutes 96 seconds (SD = 10.13). 
On the contrary, children with adaptation problems 
felt less clearly identified with their family of origin. 
There was also a wide dispersion in the structure of their 
family system: thirty percent lived with both natural 
parents, fifty percent with mother; seven percent with 
father and stepsiblings; thirteen percent with members of 
the extended family. 
Language preference: 33.3 percent showed no preference, 
forty percent preferred Spanish and 26.7 percent English. 
These children were less verbally fluent than their counter¬ 
part without adjustment problems. 
When they chose to answer the test in Spanish, 
children often apologized for their poor English. Generally, 
they preferred to speak Spanish because they felt they 
"don't know English well enough". They started the sentence 
in English and sometimes finished in Spanish, or mixed words 
in both languages. 
However, all children expressed pride in their 
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cultural heritage. Usually, they preferred to speak 
Spanish at home with parents, extended family and peers. 
They differentiated between festivities that are common to 
both cultures and those belonging to Hispanic culture. 
They celebrated the Puerto Rican parade with pride and a 
sense of cultural identity. 
Affective relationships 
The group of children with identified behavioral 
problems reported "conflictual" relationships with both 
parents (60%); 23.3 percent felt "distant" from father versus 
10 percent from mother. Only 10 percent felt close to their 
father and 26.7 percent to their mothers. 
A wide variance occurred in preferences: 20 percent 
preferred others outside the family, 13.3 percent answered 
"none of them", and 3.3 percent did not know what to answer, 
which made a total of 36.6 percent that did not show any 
affective relationships to their family members. 
Children of the control group reported "close" 
relationships with both parents: however, 93.3 percent felt 
close to mother while 76.6 percent felt close to father. 
Generally, they felt close to siblings (96.7%) and to extended 
family members. In general, they showed a strong affective 
connection with their family system. 
At school, seventy percent felt close to their 
teachers, and 63.3 percent to their peers. In the classroom 
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the tendency to find support from their peers was even 
stronger (83.3%). 
Personal traits were what children liked most about 
their teachers (86.7%). They also liked the activities 
they performed in school and showed a strong need for 
achievement. 
They considered that school officials, teachers, and 
parents understood them (50%). In general, children felt 
supported by the family and the school. 
At school, children with behavioral problems showed 
a poor relationship with their teachers and peers. The 
children felt that they either "don't care" or "laugh 
at them when they cannot accomplish a task". Some of them 
reported that they don't want to be in the "monkey's class" 
referring to special education classrooms where they receive 
educational help in reading, writing and arithmetic. 
The affective relationships with their teachers was 
"conflictual" in 60 percent of the cases; "ambiguous" in 
16.7 percent, and "distant" in 13.3 percent. Forty-three 
percent could not report what they liked or disliked. How¬ 
ever, there was a certain degree of agreement (73.3%) that 
they liked school, especially certain activities such as 
visiting places, educational games, drawing and painting 
classes, movies, etc. 
Forty-three percent rejected academic subjects like 
writing and reading because they either failed to perform 
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^611 in these tasks or were very slow and had to finish 
their work while the rest of the classroom had a break. 
The affective relationships between school officials 
and parents were perceived as "conflictual" most of the 
time (86.7%). The transactions in the Principal's office 
were related to punishment and reprimands because of mis¬ 
behavior and/or poor achievement. 
Adaptability to authority figures and norms 
When comparing data obtained from school and family 
sets of the test, it was evident that well adjusted children 
had a clear notion of what behavior adults expected from 
them. They usually responded accepting norms as necessary. 
In general, their adaptability to authority figures 
was "respectful" (60%); "assertive" (26.7%); "fearful" 
(10%); "conflictual" only in 3.3% of the cases. 
On the contrary, children with identified behavioral 
problems had only approximate notions of the behavior 
parents and teachers expected from them. Seventy percent 
responded they had "to behave". Norms were generally 
expressed in a negative way. Many of the children s inter 
pretations of norms were unclear and purposeless. Their 
adaptability to authority figures was either "conflictual 
(43.3%) or "fearful" (46.7%). Seldom, they discussed their 
own needs with adults. 
In general, children preferred to play games common 
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to both sexes (73.3%). The playground and backyard were 
the places preferred for playing when the weather was good. 
Most children considered the street as dangerous: 
they were afraid to be hit by a car or molested by gangs. 
At school, seventy percent of the control group 
showed assertive leadership with peers, acceptance of the 
authority of teachers (86.7%), and clear notions of norms 
(70%). Their counterpart with adjustment problems reported 
conflictive leadership with peers and rejection of the 
authority of teachers (46.7%) and norms (53.3%). Only 46.7% 
of these children accepted norms without a clear notion 
of their purpose. 
Communication patterns 
In our study the thirty children with behavioral 
problems did not report any supportive communication patterns 
in their interactions with parents and extended family. 
Even though obviously cared for and supported by their 
family, feelings were seldom verbally expressed to children. 
When parents were called into the Principal's office, 
it was negative and concerned the child's misbehavior or 
aggressions by others. Eighty percent of the children per¬ 
ceived parents in agreement with school officials against 
the child. Parents are on the child's side in 26.7 percent 
of the cases especially when the child was accused of 
reacting aggressively toward others because he was verbally 
insulted or molested. 
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Transactions between family and school were reported 
to be "conflictual" in 86.7 percent of the cases. On the 
contrary, children well adjusted perceived the communication 
patterns between parents and school either "supportive" 
(86.7%) or "instrumental" (13.3%). They felt supported by 
both, parents and school officials (96.7%). Confictual 
issues may appear in school-family transactions (23.3%); 
however, they are resolved with total agreement between them. 
CHAPTER VI 
DISCUSSION, CONCLUSIONS AND RECOMMENDATIONS 
Introduction 
In this section, a general discussion of findings 
is presented. As this research focused on developing a 
culturally sensitive technique for measuring adaptation 
patterns of Hispanic children to their family and school 
systems, these data are presented first. 
Also, some adaptation patterns of Hispanic children 
with and without identified behavioral problems are dis¬ 
cussed using findings from analysis of the hypotheses. 
In addition, percentages and qualitative analysis of 
children's responses to the measure are presented. Finally, 
conclusions, summary, limitations and recommendations for 
further research close the chapter. 
Discussion of the Measure 
Present procedures for testing Hispanic children 
do not take into consideration cultural differences 
between family and school systems. "El Chico" test was 
designed to respond to this problem. A culturally sensitive 
assessment measure was constructed consisting of 16 picture 
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stimuli and a semistructured interview. Both presented 
common situations children confront in their transactions 
with their family system as well as with teachers, peers, 
and school officials. 
"El Chico" test was intended to meet the following 
criteria: 
a) to be sensitive to Hispanic culture; 
b) to provide data about structural components of 
family, kinship, peers, and Hispanic cultural 
values; 
c) to explore transactions between family and 
school systems, and 
d) to follow a systemic orientation in child 
assessment avoiding antagonistic positions 
or unilateral decisions in solving the educa¬ 
tional and behavioral problems of Hispanic 
elementary school children. 
The following dimensions were studied specifically 
1. Emotional involvements and conflicts the child 
experiences in relationships with parents, 
siblings, peers, and teachers. 
2. Adaptability of the child in accepting 
authority of teachers and parents and in 
complying with norms of the home and school 
systems. 
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3. Communication patterns between child, parents, 
and teachers. 
Content Validity of the Measure 
The content validity of "El Chico" test was de¬ 
termined by two judges with expertise in school and clinical 
work with Hispanic children. in the School set of the 
measure, judges agreed on 100 percent of the items; in 
the Family set only two items out of 28 were questioned, 
thus showing an agreement of 98 percent. The total judge 
agreement on the 76 items of "El Chico" test was 99 percent. 
It can be concluded that the content validity of "El Chico" 
test is congruent with the purposes intended. 
Interitem Consistency 
Cronbach's Coefficients Alpha was used to assess the 
consistency to all items in each of three domains: 
communication, affective relationships, adaptability to 
authority and norms. Coefficients Alpha ranged from .86 
to .94. Thus, "El Chico" test has a high degree of 
homogeneity in each domain of the behaviors sampled. 
Test scores allow fairly unambiguous interpretations about 
the child's communication patterns, affective relationships, 
and adaptability to authority and norms. 
Interscorer Reliability 
Interscorer reliability in scoring "El Chico" 
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protocols was investigated by comparing scores of two 
independent raters. The range of correlations was from 
.78 to 1.00. Out of 24 items, only three correlations 
were under .90; all the rest over .95 to 1.00. Correla¬ 
tions demonstrate a statistically significant interscorer 
reliability of "El Chico" test scoring system. 
Time Needed to Complete "El Chico" Test 
The average total time needed to complete the test 
was 58 minutes 2 seconds. However, the critical time 
limits show a wide range of variation. F-values for mean 
time in completing the two sets of "El Chico" test show a 
consistent tendency of children without identified problems 
at school to work faster than children with behavioral 
problems. However, when calculations were performed for 
total time, groups were not significantly different. For 
practical purposes, the average time to complete "El Chico" 
test is approximately sixty minutes. 
Adaptation Patterns 
Sixty children, age nine to eleven years, attending 
Holyoke, Massachusetts public schools, were the subjects of 
our study on adaptation patterns. Thirty were students 
without identified behavioral problems and thirty needed 
core evaluation because of poor achievement and poor 
overall adjustment at school. All these children were of 
Hispanic origin. Further, they came from families of low 
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to middle socioeconomic status. All children were at least 
of average intelligence. 
El Chico" test was administered individually by the 
researcher and children's responses scored following the 
scoring system outlined in the Methodology section (Chapter 
IV). The responses were grouped according to the domains 
explored by the measure: 1) affective relationship, 
2) adaptability to authority and norms; and 3) communication 
patterns. Discussion comparing the findings from Group 1 
(children with identified behavioral problems at school) 
and Group 2 (children without behavioral problems), is 
under the respective headings below. 
Affective Relationships 
It was hypothesized that children with identified 
behavioral problems at school would report more conflictual 
affective relationships with their teachers and peers at 
school, as well as their family members, siblings, and 
friends at home. Findings supported the hypotheses. 
T-values showed statistically significant (p <.001) 
greater conflictual responses in Group 1 than in Group 2 
in their affective relationships to teachers and peers at 
school and parents and friends at home. 
Children with identified behavioral problems re¬ 
ported a higher number of conflictual issues in their 
relationships with teachers. These children perceived 
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their teachers as "angry" and "mad" because most of the 
time they were disappointed over learning achievement and/or 
disruptive behavior in class. Forty—three percent dis¬ 
liked their teachers' personal traits, and 33.3 percent 
could not report what they liked or disliked about their 
teachers. On the contrary, children of the control group 
reported close affective relationships to their teachers 
and positive appreciations for their personal traits 
(86.7%). 
The affective relationships with peers at school 
also showed a significantly different (p <..001) pattern 
between the two groups. Hispanic children with identified 
behavioral problems reported few close relationships with 
peers at school. These children felt that their peers 
either "don't care" or "laugh at them when they cannot 
accomplish a task", "make mistakes", or "are punished by 
teachers". On the contrary, children without adaptation 
problems at school perceived their relationships with peers 
as close (63.3%). In the classroom, the tendency was to 
find support from their peers. Generally, they liked the 
activities they performed in school with their peers. 
When the two groups were compared in their affective 
relationships with parents, children with behavioral 
problems reported significantly (p 4-001) more conflictual 
and ambiguous relationships with both father and mother 
than children without behavioral problems. Many of these 
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children felt confused and less clearly identified with 
their family than children in the control group. They 
preferred their mothers and other females of the family 
for being more nurturing and caring toward them than 
father and other masculine members of the family. Generally, 
Hispanic children of both groups felt closer to their 
mothers than to their fathers. 
The affective relationships with siblings also 
showed significantly (p <.001) more conflictual responses 
in the protocols of Hispanic children with identified 
behavioral problems than did the control group. However, 
even these children reported some conflictive issues in 
their relationships with siblings. Arguments and dis¬ 
cussions may arise among siblings with respect to the 
distribution of domestic chores in the household. 
Qualitative analysis of responses showed that effective 
relationships with siblings may become more conflictual 
when they are closer in age. 
Children with behavioral problems perceived older 
siblings as "bossy"; younger siblings as a "nuisance" 
because they need care and demand a lot of attention and 
energy. Only girls seemed to accept, and even enjoy, 
taking care of their younger siblings. However, girls 
tended to reject older brothers because they were too 
domineering (53.3%). 
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When asked about the family members they preferred, 
children of the group with behavioral problems reported 
"none of them" in 13.3% of the cases; others did not know 
what to answer. A total of 36.6 percent could not report 
any preferences for their family members. This is quite 
distressing considering that children need to establish 
emotional ties to acquire a strong sense of belonging to 
develop emotionally and socially (Aponte, 1965; Minuchin, 
1974; Platone, 1979). 
To conclude, the affective relationship domain 
explored by "El Chico" test showed statistically different 
(p <, .001) patterns between the two groups. Children with 
adaptation problems showed consistently more conflictual 
relationships with their parents and siblings than children 
without problems. However, through qualitative analysis 
of responses, data revealed that both groups of Hispanic 
children felt emotionally more supported by their own 
families than by any other individual or groups outside 
the family. 
Adaptability to Authority and Norms 
This domain of "El Chico" test was explored through 
several questions in different settings, illustrating 
transactions with family members, peers, and teachers. 
In the Family set, the authority figure was identified by 
asking children to name "who is the most important member 
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of the family?"; "who is the most listened to?"; and "who 
says what should be done?". Norms were explored with 
questions such as; "how are children expected to behave... 
(in different settings)?"; "what behaviors should they 
perform to reach these expectations?"; "what happens if 
they are asked to do something they do not like?". 
Children's responses were scored following "El Chico" test 
scoring system. 
As discussed in Chapter III, the use of power and 
control has different cultural implications in child- 
rearing practices and in the adaptation process of children. 
For this reason, it was deemed important to gather some 
information with respect to how adaptability to authority 
and norms influences the child's capacity for leadership 
and initiative in situations where he has to deal with 
peers. 
The hypotheses concerning adaptability to authority 
stated that children with behavioral problems would report 
more difficulty in accepting the authority of parents and 
teachers than children without identified problems. They 
would also report more conflict between the norms of the 
school and those of the home than the control group. All 
these hypotheses were supported by the statistical analysis 
of the data obtained. A significant difference (p 4.001) 
was found between the two groups of children with respect 
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to adaptability to authority figures and norms of family 
and school systems. Consistently, Hispanic children with 
identified behavioral problems reported more conflicts in 
this domain of El Chico" test than did the control group. 
Thirty percent of the children with adaptation 
problems recognized father as the authority figure of the 
household even though he was not living there. Mother 
followed in importance to father (23.3%), and 16.7 percent 
indicated members of the extended family such as grand¬ 
parents, uncles and cousins as very important authority 
figures. Is this a cultural stereotype that Hispanic 
children share? Data collected were not intended to and 
not conclusive enough to answer this question. 
In general, children with adaptation problems showed 
either a "conflictual" or a "fearful" relationship to 
authority figures of their family. Seldom do they discuss 
their own needs with adults, as they said "it is not 
respectful to question adults" (50%). However, many of 
them resented authority when demanded to do something they 
do not like. In response, they would either act-out their 
anger and frustration, or withdraw into passive resistance, 
as, for example, in this transaction: "I do not pay 
attention to what they say; anyway nothing happens!" 
Parents may resort to physical punishment with these 
kids, but teachers had to deal with the child's passive 
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resistance to norms with means that were not appropriate 
to the situation, such as verbal admonition or class 
suspension. From the qualitative analysis of responses, 
the reaction of these children was found to be stubbornness 
and resistance to teacher's directions in class. Usually, 
these behaviors were perceived by teachers as limitations 
to the task these children were expected to perform. In 
other cases, children expressed their anger and frustration 
toward peers instead of teachers because this was safer 
for them than dealing with authority figures. These 
children frequently reported that with peers, either they 
may fight for leadership in games or withdraw waiting for 
better opportunities to show their resentment. 
For children without adaptation problems the most 
important member of the family is either father or both 
parents. Father is the one who makes decisions (46.7%), 
together with mother (26.7%). The extended family members 
are perceived by children as consultant to the parents when 
important decisions are to be made. 
Children without behavioral problems at school showed 
a "respectful" adaptability to authority figures (60%). 
Children considered parents' norms and expectations as 
clear and adequate. At school, they were "respectful" 
with teachers (86.7%), and had a clear understanding of 
expected behaviors and norms (70%). They also were capable 
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of assertive leadership in games with peers (70%). 
When comparing responses obtained from school and 
family norms, findings showed that well-adjusted children 
have a clear notion of the behaviors adults expect from 
them. Children usually accepted norms as necessary even 
though these interferred with their momentary wishes. 
Seventy percent of these children considered norms as 
necessary to structuring a task and to reaching a goal. 
On the contrary, children with identified behavioral 
problems had only approximate notions of the behavior 
parents and teachers expected from them. Usually 70 
percent responded they had to "behave", "be quiet", "not 
fight", "not do or say bad things", etc. Norms were 
generally expressed in a negative way. Many of the 
children's interpretations of norms were unclear and 
purposeless. 
Some of the children of this group were from a low 
socioeconomic status, their mothers worked all day, and 
there was little adult supervision at home. Teachers 
expected from them a repertoire of basic norms that they 
did not possess. Others could not discriminate between 
many "do's" and "don'ts" that seemed obvious to teachers 
but are generally the product of a long term training. 
Sometimes, teachers of second and third grades expected 
them to know a set of basic classroom behaviors and norms 
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that were not as clear for these children, coming from a 
different cultural environment, as for the rest of the 
class. 
Communication Patterns 
Communication patterns were explored through several 
pictures on El Chico" test. Children were asked "what 
were people saying?" and "what are the others answering?" 
to establish the type of verbal transactions taking place 
there. Responses were scored in accordance with their 
content following the scoring system outlined previously 
in the Methodology chapter. 
The hypotheses concerning communication patterns 
stated that 1) children with identified behavioral problems 
at school would perceive more conflictual communication 
patterns between parents and school personnel than children 
without identified problems, and 2) they would also report 
more conflictual communication transactions between parents 
and extended family members than the control group. Both 
hypotheses were supported by statistical analysis of the 
data. 
Communication patterns between parents and school 
personnel was found to be a statistically significant 
(p 4.001) variable. Hispanic children with behavioral 
problems indicated more conflict in this domain than did 
children in the control group. They reported that when 
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their parents were called by the Principal, it was to 
deal with negative issues concerning the child's mis¬ 
behavior or low achievement. Complaints, reprimands, 
punishments, and suspensions from class, as well as 
recommendation to punish the child at home, were the issues 
mostly treated. Under these circumstances, children felt 
their parents were "mad" and their verbal transactions 
defensive, as parents were made responsible for the child's 
failure at school. After these meetings, children felt 
that parents were more on their side than teachers and 
school officials, especially when the child was accused 
of reacting aggressively toward others for being verbally 
insulted or molested. 
Hispanic children without adaptation problems per¬ 
ceived communication patterns between school and parents 
as either "supportive" (86.7%), or "instrumental" (13.3%); 
seldom "conflictual". Even though conflictual issues may 
appear in School-Family transactions, they were resolved 
with complete agreement between them. 
respect to conflictual communication trans 
actions between parents and extended family, children 
with behavioral problems at school reported significantly 
(p ^ .001) more conflictual issues between their family 
members. However, many of the children's responses were 
not included in the 
scored "ambiguous" as children were 
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adults' conversation and they tended to confuse reality 
with their fantasies. In this way, the landlord asking 
the family to leave the house may become a sort of "bogey¬ 
man" who is going to burn them all while they sleep, etc. 
Housing problems, moving from and/or being stable in the 
same neighborhood seemed a frequent family concern. 
Gossiping, fights, and drunkeness were often mentioned as 
other sources of conflicts within the extended family. 
On the contrary, Hispanic children without behavioral 
problems reported more transactions, like gatherings and 
parties, with extended family. These occasions were per¬ 
ceived as a "lot of fun", where the family members and 
friends would dance, sing, and share their food. 
Exploring Specific Problem Areas 
The last picture of "El Chico" test was intended to 
give children an opportunity to react and disclose their 
inner concerns. The picture of a child looking forward 
from behind an iron fence was included in "El Chico" test 
to facilitate children's projections about their present 
life and the future. The instructions "what would you 
think if you were in that child's place?"; and "what would 
you like to change if you had the power to do so?", gave 
children a starting point for elaboration on their actual 
conditions. These questions also gave them an opportunity 
to think about changes they would make in their environment. 
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The responses were categorized for computation 
purposes into: "environment" and "people characteristics". 
However, most of the children's beautiful expressions 
were lost, as well as the spontaneity and ingenuity of 
their words. 
Children with behavioral problems had more responses 
related to basic needs, while the control group's responses 
indicated they would rather change people's characteristics. 
In general, they would like adults to be less restrictive. 
As a child stated: "I would like my parents could let me 
be more myself". Another would change the school janitor 
in such a way that he would smile instead of yelling at 
him. At school, children would like to "make people nicer 
and the work easier"; "to have less fights with older 
children to defend themselves"; "to have more time to 
play with peers". 
With respect to environment, most of the children 
would like to make it beautiful and pleasant. A girl of 
nine said that if she had magic powers, she would change 
the trash on the streets to flowers. Some children took 
inspiration from the stimuli to relate stories, songs, 
and rhymes about children locked up by an evil enchantment 
and becoming powerful, rich, and famous. This portion of 
"El Chico" test proved to be very sensitive in detecting 
Hispanic children's imagination, sensibility, and positive 
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feelings for a better future. 
Conclusions 
Responses to "El Chico" test by both groups of 
Hispanic children emphasize collectivity, sharing, belonging, 
affiliation, obedience to authority, present-time orienta¬ 
tion, suppression and chaneling of feelings into music 
and dancing. These characteristics have been described 
by several authors (McGoldrick, Pearce & Giordano, 1982) 
as values most commonly found in Hispanic culture. Family 
ties and relationships are intense, and visits are frequent 
even if family members are not living in the same house¬ 
hold (Mizio, 1974). In this study, it is strongly felt that 
much of what has been presented about Hispanic children 
is also relevant to their families and the community at 
large. Hispanic families living in the mainland community 
maintain a life style which often destabilizes the family 
system. 
In the mainland there are ecological stresses and 
survival issues that often take precedence over family 
conflicts. For instance, precarious life style, economic 
limitations, instability of residence, and tenuous links 
with the larger society are only some of the many factors 
impinging the Hispanic family system. 
As Papajohn and Spiegel (1975) stated, the strain 
members confront in coping with divergent that minority group 
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and/or conflicting value systems are dealt with by: 
1) remaining isolated and identifying only with 
one's subculture; 
2) identifying exclusively with American main¬ 
stream culture, or 
3) integrating the two options. 
In this study, children with behavioral problems 
have shown, on "El Chico" test, patterns of adaptation 
that are consistent with the first modality. Hispanic 
children without identified behavioral problems showed a 
tendency in the direction of the third modality. 
Elements supporting the cultural isolation of these 
Hispanic children were found in their responses. These 
elements include: a) use of Spanish language at home when 
communicating with immediate and extended family members, 
and peers; and b) descriptions of positive elements of 
Caribbean ecology, such as flowers, weather, etc., described 
as "beautiful" and "warm" versus the "grey" and "cold" 
mainland. 
Other aspects of these children's lives are indicative 
of cultural isolation. Many of these children's families 
are living in decaying old housing with poor heating and 
sanitary facilities. Families maintain diets more proper 
for a tropical climate than for the cold winter. Many 
times children came to school without breakfast or with 
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^ li'jht cafecito with crackers. Family groceries are 
bought in the Hispanic "bodega" more than in supermarkets. 
Fears against an environment perceived as hostile 
predominate over other considerations; for example, "being 
thrown out of the house by landlords", "losing the little 
they have by fire", and "dealing with institutions perceived 
as depersonalized and racist". Furthermore, values of 
isolation appeared as defenses erected by parents in coping 
with an environment perceived as strange and dangerous: 
"Better be alone than in bad company"; "Better attack first 
than be beaten!", etc. Manipulation in relationships, 
withholding, passive aggression, and oppositional or 
rebellious behavior when confronted verbally are all 
maladaptive reactions learned by Hispanic children to defend 
themselves. 
Fathers and other males of the family lose their 
traditional authority and thus, the affective relationship 
with parents becomes conflictual. Concerns about immediate 
financial and survival issues engender distress and 
feelings of "powerlessness". Aggression and opposition to 
norms are conceived as the only way to defend rights or 
to reestablish personal pride. 
Generally, children do not perceive their teachers 
and school officials as smiling and concerned about them. 
Negative feelings concerning children's teachers were 
considerable in the group of Hispanic children with 
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adaptation problems. 
In English class, Hispanic children are often put 
into a paradoxical situation. They are in these classes 
to learn English. However, if they answer in Spanish 
something they don't know in English, they are ridiculed by 
peers and scolded by teachers. If they don't answer, they 
are considered "dumb". No matter what the child does, he 
always loses. 
Another conclusion derived from the data is related 
to the practice of putting older children with poor 
knowledge of English in the same class with much younger 
children. This situation causes a resistance to participate 
in class, and a deep sense of failure which inevitably ends 
up with the child dropping out of the school system. 
To conclude, the following table summarizes 
differences in adaptation patterns of Hispanic elementary 
school children studied in this research. 
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Table 14 
Generalized Summary of Differences Between Adaptation Patterns of Two Types of 
Hispanic Elementary School Children 
Children without Behavioral Problems Children with Behavioral Problems 
1. Higher educational level. 
2. Higher verbal fluency. 
3. Better knowledge of the English Language. 
6. Close affective relationships with 
their family system. 
7. Preferred identification with figure 
within the family system 
8. Peers used as support system. 
9. Adaptability to authority: 
Respectful 
Assertive 
10. Norms perceived as necessary to 
structure a task and reach a goal. 
12. At school: 
Acceptance of norms 
Assertive leadership 
Close to teacher 
13. Communication patterns: 
Parents-School 
Supportive 
14. Agreement between school and family 
systems. 
15. Child supported by family and school 
systems. 
16. Changes at home: 
Related to people and more time 
to play 
17. At school: 
Want to change people> characteristics 
and environment. 
1. Lower educational level. 
2. Lower verbal fluency. 
3. Poor knowledge of the English language. 
6. Conflictual affective relationships 
with their family system. 
7. Preferred identification figure 
outside family system. 
8. Peers perceived as hostile. 
9. Adaptability to authority: 
Conflictual 
Fearful 
10. Norms expressed in a negative way, 
unclear and purposeless. 
12. At school: 
Rejection of norms 
Fights for leadership 
Conflicts with teacher 
13. Communication patterns: 
Parents-School 
Conflictual 
14. Disagreement between school and 
family systems. 
15. Child unsupported by family and school 
systems. 
16. Changes at home: 
Related to basic needs. 
17. At school: 
Want to change personal traits 
of teachers and peers, especially 
aggressivity. 
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Summary 
The purpose of this research was to construct a 
measure that would reflect the adaptation patterns of 
Hispanic children with and without behavioral problems at 
school. Basic dimensions explored by the measure were: 
f^ct-ive relationships, adaptability to authority figures 
and norms, and communication patterns between family and 
school. A semistructured interview accompanied 16 picture 
stimuli. Both the interviews and the pictures related to 
common situations children confront in their transactions 
at home and at school with their family, friends, teachers 
and school officials. 
Findings supported the hypotheses. Hispanic children 
with identified behavioral problems at school showed a 
statistically significant difference (p < .001) on the 
three dimenions explored by the measure. The group with 
adaptation problems had a statistically significant (p < .001) 
greater number of conflictual responses when reporting on 
their affective relationships with teachers and peers at 
school, as well as with family members, siblings and friends 
at home. 
Also, a significant difference (p 4. .001) was found 
between the two groups of children with respect to 
adaptability to authority figures and norms of school and 
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family systems. Consistently, Hispanic children with 
identified behavioral problems responded with more 
conflictual issues in their transactions with teachers and 
school officials as well as with parents, extended family, 
siblings, and peers at home. 
A third dimension related to communication patterns 
was found to be consistently and statistically different 
(p 4 .001) between maladapted children and well-adjusted 
children. The group with problems perceived much more 
conflict in the transactions between school officials 
and parents. In addition, children's responses were 
analyzed using percentages to find patterns illustrating 
life style, roles, expectations, preferences, etc., in 
search for sources of stress in their everyday lives on 
the mainland. 
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Limitations 
The findings in the preceding chapter are limited 
to Hispanic children included in the sample. Results 
must be looked upon as exploratory due to the small number 
of cases and limited age range of the sample. Because the 
instrument is specific to Hispanic children, findings will 
be limited to this ethnic group living in the Western 
Massachusetts area. 
A larger randomly selected group of Hispanic children 
would be more representative of Hispanic children across 
the nation. Norming and validity studies are necessary 
to further develop "El Chico" test and analyze its useful¬ 
ness in therapy and school counseling with Hispanics. 
Specific Suggestions for Research 
148 
1. A study comparing Hispanics of low socio¬ 
economic status with a group of Hispanic 
children from families of middle and high 
status. Socioeconomic status is a variable to 
be taken into consideration when studying 
adaptation processes of children. 
2. A study comparing children's responses to "El 
Chico" test including children of other Hispanic 
origins, such as Mexicans, Cubans, etc., would 
certainly allow more possibilities of generaliza¬ 
tion to the findings. Actually, Puerto Rican 
children were most exclusively included in this 
sample. 
3. To improve findings about values-linked behaviors 
and the acculturation process, a study in¬ 
vestigating the status of second and third 
generation Puerto Ricans on the mainland is 
highly recommended. 
4. A study comparing elementary school Hispanic 
children with Anglo children of the same age 
and sex would be valuable to differentiate 
variables linked with maturational processes 
of children from dimensions related to cultural 
factors. 
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5. A psycholinguistic study of "El Chico" test 
would improve the use of the instrument 
especially with respect to the communication 
domain explored. 
6. A study of the relationship between verbal 
fluency and language preference could also prove 
useful for bilingual and bicultural programming. 
CHAPTER VII 
IMPLICATIONS FOR PRACTICE AND PUBLIC POLICY 
The general conclusions drawn from the findings 
imply a revision of community intervention programs with 
Hispanic children and a new attitude toward their families. 
General premises for practice and public policy are out¬ 
lined with respect to assessment procedures, shifts in 
theoretical paradigm, and changes in roles by school 
officials when conducting conferences with Hispanic 
families. 
General Premises for Practice and Public Policy 
1. Work with Hispanic children should take into 
account age and sex of children, as well as socio¬ 
economic conditions and cultural considerations 
about their families. These variables imply a 
typical life style and diverse patterns of transactions 
between family members and with external systems. 
2. These patterns have a different impact on the adapta¬ 
tion of Hispanic children to the school system and 
to the larger society. 
3. The school system as a public institution has an 
obligation to assume responsibility for changing 
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cultural stereotypes toward Hispanics from the level 
of students and teachers. The school is recognized 
as a natural setting in which chiId—focused issues 
may be indicative of family interaction problems or 
family—school conflicts (Aponte, 1976; Coppersmith, 
1983; Tucker & Dyson, 1976). 
4. Responsible practice and assessment of relationships 
existing between the family, the school and the 
larger systems are suggested in the literature review 
when considering cross-cultural issues. 
5. The cross-cultural assessors stand with a foot in 
each world. They recognize that understanding the 
person within the other culture is only a part of the 
task. A full assessment requires the development of 
a realistic image of functioning in both the client's 
own cultural group and the dominant society. 
As Sundberg and Gonzalez (1981) state: "The 
assessment should be able to provide data on the 
relationship of any person or group to both the home 
environment and the most significant out-of-home 
environment" (p. 522). 
Given these premises, it is suggested in this study 
that core evaluation procedures be improved by adding 
assessment of the child's family cultural background. 
The importance of understanding transactions among 
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children parents—teachers has been widely recognized in 
all educational theories of our time. Teachers and school 
officials need to be more comprehensively informed about 
how to deal with culturally "different" children. Clinicians 
and educators, unaware of how families operate as systems, 
often make interventions that add more stresses to the 
precarious equilibrium of the family system (Aponte, 1976). 
Child rearing practices and family members' values and 
norms establish a common ground of cultural meaning among 
members of an ethnic group which contribute to cultural 
identity. When interventions further stress the family 
system, other symptoms may arise as signals of a break in 
the system having repercussion in the adaptation process of 
children. 
Deterioration of family structure and extended family 
support, poor housing, and poor environmental conditions 
due to low socioeconomic factors and/or migration stresses 
should be especially recognized and taken into account by 
public policies (Minuchin, Montalvo, Rosman & Schumer, 
1967; Sluzki, 1979). 
It is important that seminars of sensitization relevant 
to cultural differences be included in training programs 
for teachers and school personnel directly in contact with 
Hispanic children and their families. 
Knowledge of children's attitudes and transactions 
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with significant members of their families, peers, and 
teachers is valuable from an individual standpoint, rather 
than giving specific recommendations to the families and 
significant others. 
Another set of implications for practice and public 
policy stems from our theoretical premises and paradigm 
in the construction of the assessment measure "El Chico" 
test. 
1. Power and affection are determinant dimensions in 
the adaptation process of the child. Children accept 
imposition of norms only when they develop an 
affective identification with authority figures. 
Otherwise, children may have knowledge of norms but 
they do not enact them in their behavior. 
When authority figures show negative expectations 
toward children, they are interferring with the 
child's adaptation process. 
2. Planned interventions will help teachers working with 
Hispanics to clarify their own values, expectations, 
and cultural stereotypes. 
These programs will help teachers to understand 
their pupils' environment and respond to the child in 
a supportive way, thus, developing a bond of mutual 
trust and acceptance. Punishments, reprimands, and 
suspensions from class do not promote the child s self 
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control and autonomy. On the contrary, they express 
disapproval of the person thus originating a toxic 
circle of mutual blame and conflict. Teachers should 
provide alternate modes of behavior to maintain a close 
emotional bond between children and themselves. 
On the other hand, distant relationships or too 
much permissiveness leave the child without direction. 
Under these circumstances, children feel the same re¬ 
jection and/or isolation as in the case of punishment. 
Their feelings of self-worth as persons are under¬ 
mined in such a way that they feel powerless to develop 
initiative and leadership. 
3. "El Chico" test is based on a systemic frame of 
reference which avoids labeling children. Instead, 
it provides dimensions to analyze patterns of inter¬ 
actions between child, family and school officials. 
Findings showed different adaptation patterns in 
Hispanic children within and without identified 
behavioral problems at school. Some of these patterns 
are similar to those other cross-cultural research 
found as typical of Hispanic ethnic groups. Other 
patterns seem to derive from transitional stages in 
the acculturation process of these children. Yet 
others are related to socioeconomic conditions that 
have adverse effects on the family structure and 
dynamics. 
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The measure can be used for assessment purposes and 
preparing support programs for culturally "different" 
children and their families. Following a systemic 
view, this type of assessment emphasizes use of such 
information in planning supportive interactions in 
parent-school conferences. Members of both systems 
learn to be involved in the process of problem-solving 
to develop better adaptation of the child. 
School psychologists can function as consultants to 
the family and school officials. Based on assessment data, 
meeting agendas can be prepared focusing on relevant 
issues common to both systems. The goal would be to narrow 
the dichotomy between school and family systems. 
From a systemic point of view, these meetings would 
reflect an attitude of personal respect for each member: 
"No one is there to be blamed or scapegoated, but to 
learn". Parents could have an opportunity to become 
acquainted with school personnel in a supportive way; 
teachers and principals could learn about the child's 
family system and their cultural values, expectations, 
and concerns. These meetings might be a constructive 
learning experience for all. 
Concluding, family and school staff meetings would 
be used to modify perceptions through exchanges and 
discussions of data. Reactions, feelings, norms and 
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behaviors would be constructively utilized in readjusting 
school programs and procedures. 
Modification of the Roles of School Personnel 
Psychological testing is now seen as a supplement 
to family centered meetings. Assessment based on intel¬ 
lectual and achievement tests alone represents only a 
partial view of the child's functioning. Therefore, it 
should be supplemented with techniques that provide data 
about relationships and transactions the child establishes 
with their environment, as well as information on emotional, 
social, and cultural factors. 
School psychologists working with Hispanics need 
training in order to increase understanding of and 
sensitivity to cultural issues and cultural variability. 
Principals and supervisors should expand their traditional 
role of "disciplinarian" to include more supportive trans¬ 
actions with school staff and families. 
In the model proposed here, parents are viewed as 
constructive contributors to the school planning. They 
will share their perceptions of their children's behavior 
and interactions with family members, kin, and peers at 
home. At the same time, they will relate better to the 
school environment. They are not called in in moments of 
crisis but as members of a consulting team to develop 
strategies for dealing with difficult or potentially 
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dysfunctional situations. 
Teachers will contribute with their own observations 
of the child in the classroom and with peers. They will 
not feel the pressure of school officials and/or the 
family, but will be viewed as resource people and 
consultants. 
In this way, relationships of trust, respect and 
collaboration could develop between the members of the 
team. A better understanding of cultural differences 
would contribute to the adaptation process of Hispanic 
children to the mainland school system. 
Hispanics have been found to under-utilize services 
(Aponte, 1976; Canino & Canino, 1980; Garcia-Preto, 1982), 
however, they respond to a personal and warm attitude 
of authority figures. 
To conclude, further research in the direction 
explored by this study is recommended so that results 
can be used to develop public and private welfare programs 
for Hispanics. If we wish to protect children, it is 
necessary to support their families providing a context 
of commitment and responsibility. 
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APPENDIX A 
English Version of the "El Chico" Test 
Protocol 
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C~^) re mue 
0 
NAME AGE 
SCHOOL GRADE 
BEHAVIORAL PROBLEMS: NO SI SPECIFY 
Years of Residence of the Family in the United States: 
Language Preference of the Child: 
Spanish _ English _ No preference 
Average Time SET I (Home Situations): _ 
SET II( School " ): 
OBSERVED BEHAVIOR: 
A) Unusual comments by the subject: 
B) Unusual facial or body gestures: 
c) Other important information: 
Categories: 
Language spoken 
Communication 
Patterns 
(Parents) 
Affective 
Relationship 
(Parents) 
extended Family 
Authority 
and 
Questions: 
1) What is happening here? 
2) What language are these people speaking? 
3) What is Dad saying to the child? 
L) What is (s)he answering? 
5) What is Mom saying to the child? 
6) What is (s)he answering? 
7) How is the child feeling toward his/her Dad? 
8) How is the child feeling toward his/her Mom? 
9) Who are these older people? 
10) What are they saying? 
11) What is the child feeling toward them? 
12) Of all these people, which one(s) do you 
prefer? 
13) Name them in order beginning with 
the most important. 
174 
F 2 B EXTENDED FAMILY TRANSACTIONS. 
Categories : 
Language spoken 
Communication 
Affective 
Relationship 
Authority 
and 
Norms 
Affective 
Relationship 
Questions s 
1) What is happening here? 
2) What language are they speaking? 
3) What are they discussing? 
4) What is the child feeling about this? 
5) Of all these persons which one do 
you prefer? 
6) Which ones are the most important? 
7) When there are important decisions 
to make at home, who are the per¬ 
sons whose opinion are most listened 
to? 
8) Who says what should be done? 
9) To whom would you wish to be like 
when you grow-up" 
175 
F 3 G EXTENDED FAMILY TRANSACTIONS. 
(The same questions as F 2 B but for girls). 
F-4 SIBLING TRANSACTIONS. 
Categories: 
Language spoken 
Affective 
Relationship 
Authority 
and 
Questions; 
1) These children are siblings, what 
is happening between them? 
2) What language are they speaking? 
3) If you had to choose among them, 
who would you like to be? 
4) How is the child behaving with 
his/her brothers? 
5) How is the child behaving with 
his/her sisters0 
6) How is the child feeling towards 
them? 
7) How do you think your parents expect 
you to behave with each others? 
8) What kind of games do they play in 
the street? 
177 
F 5 B PEERS TRANSACTIONS AT HOME. 
Categories: Questions 
1) These children are friends: what is 
happening? 
2) What language they prefer to speak? 
3) How does the child feel toward the 
others? . 
4) How do they feel towards him? 
5) What kind of games do they play? 
6) What should be done to win the game? 
?) When you are with your friends, who 
decides what you are going to play? 
8) What do you do when your friends want 
to play a game that you don't like? 
9) What do you like to do in the street? 
10) What don't you like to do in the 
Language spoken 
Affective 
Relationship 
Authority (power) 
and Norms 
178 
F 6 G PEERS TRANSACTIONS AT HOME 
(The same questions as F 5 3 but for girls) 
F 7 EXTENDED FAMILY AND KINSHIP TRANSACTIONS. 
Categories: 
Language spoken 
Aff ective 
Relationship 
Authority 
and 
Norms. 
Questions: 
1) What is happening here? 
2) What language are they speaking? 
3) How is the child feeling toward them? 
4) How are these people feeling towards 
him/her? 
5) What are the holidays that your fami¬ 
ly celebrate at home? 
6) Who are the people invited to the party? 
?) What are the grown-ups doing at these 
parties? 
8) What are the children doing at these 
parties? 
180 
F 8 EXTENDED FAMILY AND KINSHIP TRANSACTIONS. 
Categories: _ Questions: 
1) 
Conflictual situations. 2) 
Affective relationship. 3) 
4) 
Authority 3) 
and 
No rms. 
6) 
What is happening here? 
Why do you think the child is 
so far from the others? 
What is the child feeling? 
What are the others saying 
about him/her? 
How should the child behave at 
a party? 
What will the grown-ups do if 
a child does not behave properly 
at a party? 
181 
S 9 B PEERS TRANSACTIONS AT SCHOOL 
Categories: Questions: 
1) What is happening? 
Language spoken 2) What language they prefer to speak 
at school? 
Affective 
Relationship 
3) How is the child feeling toward 
the others? 
4) How do they feel towards him/her? 
5) What kind of games are they playing? 
Games <3c rules 6) Tell me how do you win the game 
that you like most. 
Leadership 
(power) 
7) When you are with your friends, 
who decides what game the others 
are going to play? 
8) What do you do when your friends 
decide to rd av •> cane that yen 
182 
S 10 G PEERS TRANSACTIONS AT SCHOOL 
(The same questions as S 9 3 but for girls) 
183 
S 11 B CLASSROOM TRANSACTIONS 
Categories Questions: 
Communication 
Patterns 
Affective 
Relationship 
1) What is happening here? 
2) What is the teacher saying to the child? 
3) What is the child answering? 
4') What is the child feeling toward the 
teacher? 
5) What is the teacher feeling towards the 
child? 
6) What is the child feeling toward his/ 
her peers at school? 
7) What are they feeling towards him/her? 
8) What do you like about your teacher? 
9) What don't you like about your teacher? 
« ^ *; ... ; •. »- •• —i»- * 
184 
S 12 G CLASSROOM TRANSACTIONS 
(The same questions as S 11 B but for girls). 
185 
S 13 TRANSACTIONS IN THE PRINCIPAL'S OFFICE 
Categories: 
Affective 
Relationship 
Parents-School 
Communication 
Patterns 
Affective 
Relationship 
Questions: 
1) What is happening here? 
2) What is the child feeling because 
of the situation? 
3) What is the child feeling toward: 
. the parents 
. the Principal 
. the teacher 
4) What is the Principal saying to: 
. the parents 
. the teacher 
5) What is the teacher saying to: 
. the Principal 
. the parents 
6) What are the parents saying to: 
. the Principal 
.-the teacher 
7) What is the child feeling toward: 
. the Principal 
p * r -j •** \\ n 
186 
S 14 PRINCIPAL'S OFFICE TRANSACTIONS 
Categories; Questions: 
l) What is happening here? 
Conflictual 2) Why is the father standing? 
Situations 
Communication 
Patterns 
3) What is the father saying to: 
. the Principal 
. the teacher 
4) What are answering: 
. the Principal 
. the teacher 
Affective 
Relationship 
5) What are the child's feelings about 
this? 
6) Who is on his/her side? 
?) Who are against the child? 
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S 15 B EXPLORING SPECIFIC PROBLEM AREAS 
Questions; 
l) This is the last picture. 
The child is alone and thinking .... 
What do you believe he is thinking? 
2) If he could, what do you think he would 
like to change: 
. at home 
. at school. 
S 16 G EXPLORING SPECIFIC PROBLEM AREAS 
Questions: 
l) This is the last picture. 
The child is alone and thinking .... 
What do you believe she is thinking? 
2) If she could, what do you think she 
would like to change: 
. at home 
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APPENDIX B 
Spanish Version of the "El Chico" Test 
Protoco1 
190 
P-1 FAMILY TRANSACTIONS. 
Semi-structured interview: 
1) i que estA pasando? 
2) ^uA idioma hablan? 
3) ^OuA le dice el papA al nino, (la nina) ? 
4) LQuA le responde el nino, (la nina) ? 
i 
5) iCAmo se siente el nino (la nina) respecto a su papa ? 
6) '^uA le dice la mamA ? 
7) iiuA le responde el nino (la nina) ? 
8) ^ CAmo se siente el nino (la nina) respecto a su mamA ? 
9) ^quiAnes son estas personas mayores ? 
10) i duA dicen ? 
11) \ CAmo se siente el nino (la nina) respecto a ellos 
12) i De todas estas personas, a quiAn o quiAnes prefieres ? 
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13) hdmbralos por orden de importancia. 
14) 1C6mo quieren que se porten los ninos ? 
15) Jime por lo menos tres normas que son importantes en tu 
casa. 
16) rlu§ es lo que a ti te gusta hacer en tu casa ? 
17) V4u4 sucede cuando te mandan hacer algo que no te gusta? 
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Semi-structured interview: 
1) t '4u£ esti pasando? 
2) 'zSn qu£ idioma hablan? 
3) iQud dicen? 
4) > C6mo se siente el nino respecto a eso ? 
5) i A qui4n o quienes tvl prefieres ? 
6) i.\ auidn q quienes se les presta mis atencibn cuando hablan ? 
7) Cuando hay que tomar decisiones importantes, a quidn se 
consulta? 
8) 2'duidn o quienes dicen lo que se va a hacer ? 
9) 24 quidn o quienes te gustaria parecerte cuando sea grande ? 
F 3 G EXTENDED FAMILY 'TRANSACTIONS. 
Semi-structured interview: 
1 ) '4u4 estd pasando ? 
2) : En qu£ idioma hablan ? 
3 ) i 4u4 dicen? 
4) 2Cdmo se siente la nina respecto a eso? 
5) ^A qui^n o quienes tti prefieres? 
6) \.\ qui£n o quienes se les presta. rnds atencidn cuando hablan? 
7) Cuando hay. que tomar decisiones importantes, a qui£n se 
consulta? 
8) ^ <ui£n o quienes dicen lo que se va a hacer? 
9) iL quidn o quienes te gustaria parecerte cuando sea grande? 
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F 4 SIBLINGS TRANSACTIONS 
Semi-structured interview: 
1) Bstos ninos son hermanos, qu£ est£ pasando entre ellos? 
2) ( Si tuviera que escoger entre ellos, quidn serla? 
3) i Cdmo se porta con sus hermanos? 
4) l Y con sus herrnanas? 
5) '■) Cdmo se sienten ellos acerca de £1 (ella)? 
6) i Cdrno quieren los padres que se porten entre hermanos? 
7) 2.4u£ juegos juegan en la calle? 
8) Dime por lo menos tres normas: 
9) z4u£ es lo que a ti te gusta hacer con tus hermanos? 
10) 2,0u£ es lo que a ti no te gusta hacer con tus hermanos? 
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F 5 2 PEERS TRANSACTIONS AT HOME 
Semi-structured Interview: 
1) Estos ninos son amigos,zqud estd pasando? 
2) ^C6mo se siente el nino acerca de los otros ninos? 
3) iC6mo se sienten £stos acerca de dl? 
4) |Qu£ juegos juegan? 
5) Dime tres reglas de los juegos que td juegas en la calle. 
6) • Cudndo estds con tus amigos en la calle quidn decide lo 
que van a jugar? 
7) > 4ud haces td cuando tus amigos proponen un juego que a 
. t i no te g ;usta? 
3) 2 Qud es lo que a • / 4. zi te gusta hacer en la calle? 
9) i Qud es lo que a ti no te gusta hacer en la calle? 
? 6 G PEERS .TRANSACTIONS AT HOME 
Semi-structured Interview: 
1) Estos nifios son amigos, quA estA pasando? 
2) , CAmo se siente la nina acerca de ellos? 
t 
3) 2 CAmo se sienten Astos acerca de ella? 
4) zQuA juegos juegan? 
5) ? Eime tres reglas de los juegos que td juegas en la calle. 
6) • Cuando estAs con tus amigos en la calle^'quiAn decide lo 
que van a 'jugar? 
7) ; QuA haces td cuando tus amigos proponen un juego que a 
I ^ 
ti no te gusta? 
8) , QuA.os lo que a ti te gusta hacer en la calle ? 
9) ‘QuA es lo que a ti no te gusta hacer en la calle? 
F 7 EXTENDED FAMILY AMD KINSHIP TRANSACTIONS. 
1) 
2) 
3) 
4) 
5) 
6) 
7) 
8) 
9) 
10) 
11) 
Semi-structured interview: 
{Qud estA pasando? 
^Auienes son estas personas? 
z De qud estAn hablando? 
^ Cdmo se siente el nino respecto a eso? 
2 Cdmo se sienten dstos respecto a dl? 
{ Aud es lo que estAn celebrando? 
^ CuAles son.las fiestas que se celebran en 
2 iuidnes son las personas que asisten a la 
1 4ud idioma hablan? 
a iud hacen los mayores en estas reuniones? 
L Aud hacen los ninos en estas reuniones? 
tu casa? 
fiesta? 
Semi-structured interview: 
1) 7 Gu4 crees td que ha pasado aqui? 
2) i Por qu4 el nino (la nina) esti tan alejado? 
3) 7 uu4 siente el nino (la nina)? 
4) 2 <ju4 estln diciendo de 41 (ella)? 
5) 7 Gdmo se dehe portar el nino (la nina) en una reunidn? 
6) ; Guiles son las cosas que los mayores quieren que los 
nifios har%an en una reunion? 
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S 9 B PEERS TRANSACTIONS AT SCHOOL 
Semi-structured interview: 
1) ;Qu£ estd pasando? 
2) l Cdmo se siente acerca de los otros ninos? 
3) 2Cdmo se sienten ellos acerca de §1? 
E) ;Qu6 juegos juegan? 
5) Dime por lo menos tres reglas del juego que te gusta mds. 
6) Cuando estAs con tus amigos,Lqui£n decide lo que van a 
jugar? 
7) ■ 4u4 haces tii cuando tus companeros proponen un juego que 
a ti no te gusta? 
S 10 G PJSSRS TRANSACTIONS AT SCHOOL. 
Semi-structured interview: - . 
1) 2 Qu4 est£ pasando? 
2) Cdmo se siente acerca de los otros ninos? 
3) 2C6mo se sienten ellos acerca de ella? 
4) ; Qu£ juegos juegan? 
5) Lime por lo menos tres reglas del juego que te gusta mAs. 
6) ^Cuando estAs con tus amigos, quidn decide lo que van a 
jugar? 
7) 2.Gud haces tii cuando tus companeros proponen un juego que 
a ti no te gusta? 
<*01 
3 11 3 CLASSROOM TRANSACTIONS 
Semi-structured interview: 
1 ) 2 4u4 estd pasando? 
2) ;4u4 le dice el maestro al nino? 
3) i4u4 le respcnde el nino? 
4) , C6mo se siente el nino respecto a su maestro? 
5) , Cdmc se siente el maestro respecto a 41? 
6) ^ Cdmo se siente el nino respecto a sus companeros? 
7) iCdmo se sienten 4stos respecto a 41? 
8) T Qu4 es lo que te gusta de tu maestro? 
9) l:ku4 es lo que no te gusta de 41? 
10) . Cdmo quiere el maestro que se porten los ninos en la escuela'. 
11) Lime tres normas. 
J12) . uu4 es lo que a ti te gusta hacer en la escuela? 
1113) . ^u4 es lo que a ti no te gusta hacer en la escuela? 
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3 12 G CLASSROOM TRANSACTIONS 
Semi-structured interview: 
1) estd pasando? 
2) ^Qu4 le dice el maestro a la nina? 
3) 2Qu^ 1© responde la nina? 
4) 2Sdmo se siente la nina respecto al maestro? 
5) 2Cdmo se siente el maestro respecto a ella? 
6) i Cdmo se siente la nina respecto a sus companeros? 
7) C6mo se sienten £stos respecto a ella? 
8) 7 4u^ es lo que te gusta de tu maestro? 
9) 74u<£ es lo que no te gusta de £1? 
10) jC<5mo quiere el maestro (la maestra) que se porten los ninos 
en la escuela? 
11) Dime tres normas. 
12) i‘<iu4 es lo que a ti te gusta hacer en la escuela? 
13) 4ud es lo que a ti no te gusta hacer en la escuela? 
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S 13. PRINCIPAL OFFICE TRANSACTIONS. 
Semi-structured interview: 
1) ;Qu£ estA pasando aqui? 
2) .'Qud siente el nino (la nina) acerca de la situacidn? 
L 
3) C6mo se siente el nino (la nina) acerca de 
los padres 
la Principal 
la maestra 
4) tiud le dice' la Principal 
a los padres 
a la maestra 
5) tiuS le dice la maestra 
a la Principal 
a los padres 
6) uu4 le aicen los padres 
1 
a la Principal 
a la maestra 
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S 13 (pas;e 2 ). . . 
7) jsiente el nino (la nina) acerca de 
la Principal 
la maestra 
los padres. 
8) •Qui£n le entiende mejor? 
5 
1 
S l4 PRINCIPAL’S OFFICE TRANSACTIONS. 
Semi-structured interview. 
1) ^QuA estA pasando aqui? 
2) j. Por quA el papA estA parado? 
3) QuA dice el papA a 
la Principal 
la maestra 
4) 2QuA le responden 
la Principal 
la maestra 
5) 4uA siente el nino (la nina)? 
6) jQuiAn o quienes estAn de su parte? 
7) niuiAn o quienes estAn en contra de A1 (ella)? 
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3 15 3 EXPLORING SPECIFIC PROBLEM AREAS 
3emi-structured interview: 
l) Esta es la dltima tar3eta. El nino estd solo y 
pensando... rAud crees td que estard pensando? 
2) Si dl pudiera, 
en su casa 
cudles son las cosas que quisiera cambiar 
an la escuela 
3 16 G EXPLORING SPECIFIC PROBLEM AREAS 
Semi-structured interview: 
l) Esta es la ultima tarjeta. La nina estA sola y pensando... 
f 
crees tA que estarA pensando? 
Si ella pudiera, 
en su casa; 
cuAles son las cosas que quisiera cambiar 
en la escuela: 
APPENDIX C 
Additional Statistical Information 
Table 
Description of Item 
FAMILY SET 
Content Validity of "El Chico" Test 
Agreement Disagreement 
Family Transactions 
Verbal Fluency (1) x 
Language Spoken (2) x 
Communication (3,4) X 
(Father/Child-Child/Father) 
Communication (5,6) x 
(Mother/Child-Child/Mother) 
Affective Relationship: 
Father (7) X 
Mother (8) X 
Extended family (9): X 
Communication (10) X 
Affective relationship (11) X 
Preference (12) X 
Most important (13) X 
Norms (14) 
Activities at home (15) 
Adaptability to norms (16) 
Extended family Transactions 
Verbal fluency (1) X 
Language spoken (2) 
Communication (3,4) X 
Preference (5) X 
Most important (authority figure) (6) X 
Most listened (7) X 
Who decides (8) X 
Identification figure (9) X 
Siblings Transactions 
Verbal fluency (1) X 
Language spoken (2) 
Affective relationships (3,4,5,6) X 
Personal power and norms (7) X 
Games and norms (8,9) X 
Preferred activities (10) X 
Rejected activities (11) X 
Neighbors' Children Transactions 
Verbal fluency (1) X 
Language spoken (2) 
Affective relationship (3,4) X 
Games (5) X 
Norms (6) X 
Leadership (personal power) (7,8) X 
What children like of street (9) X 
What children dislike (10) X 
Extended Family and Friends Transactions 
Verbal fluency (1) X 
Language spoken (2) X 
Affective relationship (3,4) X 
Social events (5) X 
Social network (6) X 
Social behavior of adults (7) X 
Social behavior of children (8) X 
Social Network Transactions 
Verbal fluency (1) X 
Affective relationship (2,3) X 
Norms (4) x 
Adaptability to authority (5) X 
X 
X 
X 
X 
Table (continued) 
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Description of Item 
SCHOOL SET 
Peers Transactions at School 
Verbal fluency (1) 
Language spoken (2) 
Affective relationship (3,4) 
Games at school (5) 
Norms (6) 
Leadership (7,8) 
Classroom Transactions 
Verbal fluency (1) 
Communication: 
(Teacher/Child-Child/Teacher) (2,3) 
Affective relationship: 
Teacher/Child (4,5) 
Peers/Child (6,7) 
What child likes about teacher (8) 
What child dislikes about teacher (9) 
School norms (10) 
What child likes about school (11) 
What child dislikes about school (12) 
Principal's Office Transactions 
Verbal fluency (1) 
Affective relationship (2,3): 
(ChiId/School/Parents Transactions) 
Communication (4,5,6) 
(School/Parents-Parents/School) 
Affective relationship (7) 
(Child/Schoo1/Parents) 
Who understands child better (8) 
Principal's Ofiice Transactions 
(Conflictual issues) 
Verbal fluency (1) 
Communication (2,3,4) 
(Parents/Schoo1) 
Affective relationship (5) 
(Chiid/School/Parents) 
Who is on child's side (6) 
Who is against child (7) 
Specific Problem Areas 
Verbal fluency (1) 
Changes at home (2) 
Changes at school (3) 
Agreement Disagreement 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
X 
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Table 16 
Interscorer Reliability Correlation Coefficients 
Scoring Categories Correlation (r.) 
Family Transactions: 
Communication patterns: 
Father/Child 
Mother/Child 
Affective relationship 
Authority and norms 
Extended Family Transactions: 
Communication patterns: 
Extended family 
Affective relationships 
Authority and norms 
Siblings' 'Transactions 
Affective relationship 
Leadership and norms 
Peers Transactions at home 
Affective relationship 
Leadership and norms 
Extended Family and Social 
Network Transactions: 
Affective relationship 
Authority and norms 
Peers Transactions at School 
Affective relationship 
Games and norms 
Leadership 
. 92 
. 84 
1.00 
1.00 
1.00 
1.00 
1.00 
1.00 
.90 
1.00 
.97 
1.00 
1.00 
. 97 
.96 
. 97 
211 
Table 16 (Continued) 
Scoring Categories Correlation (r.) 
Classroom Transactions 
Communication patterns: 
Teacher/Child .78 
Affective relationship (teacher) 1.00 
Affective relationship (peers) 1.00 
Authority and norms .97 
Principal's Office Transactions 
Affective relationship 1.00 
Communication patterns .80 
Conflictual Situations at School 
Communication patterns .. .98 
Affective relationship 1.00 
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Table 17 
Item Names, Means, and Standard Deviations for the 
Communication Patterns Domain of "El Chico" Test 
Item Name Mean SD 
Communication Pattern: 
Father-Child (Cl) 2.65 . 953 
Mother-Child (C2) 2.65 1.054 
Extended Family (C3) 2.85 1.086 
Neighbors & Friends (C4) 2.45 1.119 
Teacher (C5) 2.38 1.090 
School-Parents (C6) 2.41 1.429 
Parents-School (C7) 2.58 1.405 
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Table 19 
Item Name, Means and Standard Deviations for 
Affective Relationships Domain 
Item Name Mean SD 
Affective Relationships with: 
AR1 Father ).■ 2.80 1.28 
AR2 Mother 2.96 1.36 
AR3 Extended Family 3.40 1.25 
AR4 Brothers 3.03 1.22 
AR5 Sisters 3.00 1.14 
AR6 Siblings 3.15 1.19 
AR7 Peers at home 2.46 1.17 
AR8 Neighbors and friends 3.23 1.07 
AR9 Social Network 2.65 1.13 
AR10 Peers at school 2.53 1.34 
AR11 Teacher 2.38 1.36 
AR12 Peers in classroom 2.73 1.33 
Affective Relationships in: 
ARl3 School-Parents Transactions 2.01 1.25 
AR14 School-Parents Transactions 2.33 1. 34 
ARl5 Parents-School Transactions 2.55 1.34 
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Table 21 
Item Name, Means, and Standard Deviations for 
Adaptability to Authority 
for "El Chico" 
and Norms 
Test 
Domain 
Item Name Mean SD 
ADPTN1 Adaptability to Parents 
and Family Norms 2.40 1.011 
ADPTN2 Leadership (Personal 
Power) and Norms - 
Siblings 2.90 .969 
ADPTN3 Leadership (Personal 
Power) and Norms - 
Peers at home 2.88 1.263 
ADPTN4 Adaptability to Teachers 
and School Norms 2.36 1.057 
ADPTN5 Leadership (Personal 
Power) and Norms - 
Peers at school 2.58 1.344 
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APPENDIX D 
Scoring System and Coding 
221 
SCORING SYSTEM AND CODING 
For "Hispanic Children Adaptation Patterns" 
(N = 60) 
Location/ Variable 
1 CARD NO. 
1 : 2-3 RESP ID 
1:4-5 Age in Years 
1 : 6 Sex 
Response; Punch 
Male 1 
Female 2 
1 :7 Grade 
Genogram: 
1:8 Grandparents 
Response: Punch 
Both born and 
living in P.R. 1 
Both born in P.R., 
other living else¬ 
where .. 2 
Other  3 
1:9 Parents 
Born in P.R. 1 
Born U.S.A. 2 
Other  3 
1:10 Siblings 
No. of brothers 
1:11 No. of sisters 
1:12 Subject 
3orn in P.R. 1 
Born in USA 2 
Other . 
Research 
1:i“* Living with: 
222 
Location / Variable 
1:14-15 Years of residence U.S.A. 
1:16 Language 
Spanish 
English 
No preference 
1:17-18 Average Time Set I 
l:19-*20 " " Set II 
1:21-22 Total Time 
F-l FAMILY TRANSACTIONS 
Punch 
(Questions) 
1:23-24-25 Verbal Fluency (Punch No. of words of total picture) 
1:26 Language spoken 
Spanish l 
English 2 
Both 3 
Other 4 
1:27 Communication (Father/Child 
(Child/Father 
* Response: 
Supportive 4 
Instrumental 3 
Ambiguous 2 
Conflictual 1 
1:28 Communication (Mcther/Child 
(Child/Mother 
* Response: 
Supportive 4 
Instrumental 3 
Ambiguous 2 
Conflictual 1 
(2) 
(3) 
(4) 
(5) 
(6) 
To score, please refer to Scoring examples. 
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Location / Variables Punch (Questions) 
1129 Affective Relationship (fa) (7) 
Response: 
Close 4 
Distant 3 
Ambiguous 2 
Conflictual 1 
1 oo Aff.Relat. (mother) (8) 
Response: 
Close 4 
Distant 3 
Ambiguous 2 
Conflictual 1 
1*31 Extended Family (9) 
Response: 
Grandparents (family) 1 
Oncle, aunt 2 
Other relatives 3 
Other 4 
1:32 Communication (10) 
Response: 
Supportive 4 
Instrumental 3 
Ambiguous 2 
Conflictual 1 
1 =33 Affective Rel. (Ext.Family) (11) 
Response: 
Close 4 
Distant 
224 
Location 
1:34 
105 
106 
1 07 
Variable Punch 
Preference 
Response: 
Father 1 
Mother 2 
Both parents 3 
Males of the family 4 
Females of the family 5 
A. parent & grandparent 6 
Other 7 
None of them 8 
I don't know 9 
Most important 
Response: 
As above. 
Norms 
Response: 
Clear _ 4 
Notions (generalities) 3 
No notions 
Rejection 1 
Activities at home 
Response: 
Chores, responsibilities 4 
Games, play, T.V., etc. 
Social activities 
Combination of above 1 
(Questions) 
(12) 
(13) 
(14 ) 
(15 ) 
225 
location / Variable 
108 Adaptability to Norms 
Response: 
Assertive 
Respectful 
Fearful 
Conflictual 
Punch 
4 
3 
2 
1 
(Questions) 
(16) 
F-2 EXTENDED FAMILY TRANSACTIONS 
1 09-40-41 Verbal fluency Total No. Words 
1 :42 Language spoken 
Response: 
Spanish 1 
English 2 
No preference (Both) 3 
1 :43 Communication (topic) 
Response: 
Supportive 4 
Instrumental 3 
Ambiguous 2 
Conflictual 1 
1:44 Preference 
Response: 
Father 1 
Mother 2 
Both parents 3 
Grandparents 4 
Ext. family (oncle, cousins ,et.) 5 
Parents + ext. family 6 
(1) 
(2) 
(3) 
(4) 
(5) 
226 
Location 
1:45 
1 :46 
1:4? 
1:48 
/ Variable Punch 
Most important (Authority Figures) 
Response: 
Father 1 
Mother 2 
Both parents 3 
Grand parents 4 
Ext. family (oncle, cousins,etc) 5 
Parents + ext. family 6 
Other, 7 
None of them 8 
I don't know 9 
Most listened (Auth. figures) 
Response: 
As above. 
«> 
Who decide (Auth. figures) 
Response y 
As above. 
Identification figure (Affective 
relationship) 
Response: 
(Questions) 
(6) 
(7) 
(8) 
(9) 
As above. 
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Location / Variable Punch (Questions) 
1:49-50-51 F-4 SIBLINGS TRANSACTIONS 
1:49-50-51 Verbal Fluency Total No. Words 
1 <52 Language spoken 
Response: 
Spanish 1 
(2) 
English 2 
No pref./Both 3 
18 53 Affective Relationship 
(identification) 
(3) 
Response: 
The oldest (same sex 
(of respondent 
l 
The oldest ( sex 
(of respondent 
2 
The youngest 3 
Other 4 
None of them 5 
I don't know 6 
1:5^ Behavior towards brothers 
(Affective Relationship) 
(4) 
Response: 
Close 4 
Distant 3 
Ambiguous 2 
Conflictual 1 
1 < 55 Behavior towards sisters (5) 
Response: As above. 
(6) 1:56 Affective relationships 
towards siblings. 
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Location / Variable Punch 
l« 57 Authority and Norms 
Response > 
Assertive 4 
Respectful 3 
Fearful 2 
Conflictual 1 
1 *58 Games 
Boys' games 1 
Girls' games 2 
Common to both 3 
Other 4 
1:59 Norms 
Response: 
Clear understanding of norms 4 
Notions (general) 3 
Acceptance (without notion) 2 
Rejection/no notion 1 
1 :60 Preferred activities 
Response: 
Boys' games 1 
Girls' games 2 
Common to both 3 
Other 4 
1 :6l Rejected activities 
Response: 
Type of games 1 
Fight/Flight 2 
Both 3 
Other 4 
(Questions) 
(7) 
(8) 
(9) 
(10) 
(11) 
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Location / Variables Punch 
P-5 PEERS TRANSACTIONS AT HOME 
1:62-63-64 Verbal Fluency Total No. Words 
1:65 Language spoken 
Response: 
Spanish 1 
English 2 
Both 3 
Other 4 
1:66 Affective relationships 
Child/Pe rs - Peers/Child 
Response: 
Close 4 
Distant 3 
Ambiguous 2 
Conflictual 1 
1:67 Games 
Response: 
Boys' games 1 
Girls' games 2 
Common to both 3 
Other 4 
1:68 Norms 
Response: 
Clear understanding 4 
Notions (general) 3 
Acceptance (without notion) 2 
Rejection /(no notion) 
1:69 Leadership (Personal Power) 
Response: 
(Questions) 
(2) 
(3) 
(4) 
(5) 
(6) 
(7) 
(8) 
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Location / Variable Punch 
1*70 What children like of street 
Response 1 
Observing 1 
Entertaining (play, shopping,etc.) 2 
Socializing (be with friends) 3 
Other 4 
Nothing 5 
I dont' know 6 
1:71 What children dislike of street 
Response: 
Dangerous (being hurt) l 
Related to crime (being robbed,etc.) 2 
Other 3 
Nothing 4 
I don't know 5 
(Questions) 
(9) 
(10) 
F-7 EXTENDED FAMILY AND KINSHIP TRANSACTIONS 
CARD 2 
2:1 CARD NO. 
2: 2-3-4 RESP ID 
2:5-6-7 
2:8 
2:9 
Verbal Fluency . Total No. Words 
Language spoken (2) 
Response : 
Spanish 1 
English 2 
Both/ no pref. 3 
Affective Relationship (3) 
Child/Kinship - Kinship/Child 
Response: 
Close 4 
7"1 T H + 
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Location/ Variable 
2:10 Social events 
Response: 
Hispanic culture 
Anglo culture 
Common to both 
Other 
None 
2:11 Social network 
Response: 
Family 
Neighbors and friends 
Both of the above 
Other 
None 
Punch 
1 
2 
3 
4 
5 
1 
2 
3 
4 
5 
2:12 Social behavior of Adults 
Response: 
Eating, drinking, etc. ^ 
Having fun, talking, dancing, etc-. 
Both of the above 3 
Other ’ 4 
None 5 
2:13 Social behavior of Children 
Response: 
Eating, drinking, etc. 1 
Having fun, talking, dancing, etc. 2 
Both of the above 3 
Other 4 
None 5 
(Questions) 
(5) 
(6) 
(?) 
(8) 
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F-8 EXTENDED FAMILY & KINSHIP TRANSACTION:: 
2:14-15-16 Verbal fluency Total No. Words 
(Questions) 
2:18 Affective Relationship 
Kinship/Child-Child/Kinship 
Response: 
Close 4 
Distant 3 
Ambiguous 2 
Conflictual 1 
2:19 Norms 
Response: 
Clear understanding 4 
Notions (general) 3 
Acceptance (without notion) 2 
Rejection/(no notion) 1 
2:20 Adaptability to Authority 
Response: 
Assertive 4 
Respectful 3 
Fearful 2 
Conflictual . 1 
(3) 
(4) 
(5) 
(6) 
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Location / Variable Punch (Questions) 
SET II - S-9 PEERS TRANSACTIONS AT SCHOOL. 
2:21-22-23 Verbal fluency Total No. Words 
2:24 Language spoken 
Response: 
Spanish 1 
English 2 
Both / no pref. 3 
2:25 Affective Relationship 
Response: 
Close 4 
Distant 3 
Ambiguous 2 
Conflictual 1 
2:26 Games (at school) 
Response: 
Boys' games 1 
Girls' games 2 
Common to both 3 
Other 4 
2:27 Norms 
Response: 
Clear understanding 4 
Notions (general) 
Acceptance (without notion) 
Rejection / no notion 1 
2:28 Leadership 
Response: 
Assertive ^ 
Respectful 
(2) 
(3) 
(4) 
(5) 
(6) 
(7) 
vf ) 
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S 11 CLASSROOM TRANSACTIONS 
2: 29-30-31 Verbal Fluency Total No. Words 
2:32 Communication 
Teacher/Ch.-Child/Tea. 
Response: 
Supportive 4 
Instrumental 3 
Ambiguous 
Conflictual 1 
2:33 Affective relationship 
(Child/Te ache r-Teacher/child) 
Response: 
Close 4 
Distant 3 
Ambiguous 2 
Conflictual 1 
2:34 Affective Relationship 
Child/Peers-Peers/Child (school) 
Response: 
As above. 
2:35 What child likes about 
teacher 
Response: 
Personal traits, relation,etc 
Activities 
I don't know 
Nothing 
2:36 What child dislikes 
Response: 
Nothing 
I don't know 
Activities 
4 
3 
2 
1 
4 
3 
2 
(Question) 
(2) 
(3) 
(4) 
(5) 
(6) 
(7) 
(8) 
(9) 
Location / Variable Punch 
2:37 School norms 
Response: 
Clear understanding 4 
Some notions (general) 3 
Acceptance (without notion) 2 
Rejection/ (no notion) 1 
2:38 What child likes about school 
Response: 
Everything, learning, etc. 4 
Games, be with friends, etc. 3 
Other 2 
Nothing 1 
2 09 What child dislikes about school 
Response: 
Nothing, 4 
Some activities, punishments, ere • 3 
Other 2 
Everything 1 
(Questions 
(10) 
(11) 
(12) 
S-13 PRINCIPAL'S OFFICE TRANSACTIONS 
2:40-41-42 Verbal Fluency ' Total No. Words 
2:43 Affective relationship 
Child/School/Parents Transactions 
Response 
Close 4 
Distant 3 
Ambiguous 2 
Conflictual 1 
2:44 Communication 
School/Parents-Parents/School 
(2) 
(3) 
(4) 
(5) 
(6) Response: 
Locat 
2:45 
2:46 
2:47- 
2:50 
2:51 
ion / Variable 
Affective relationship 
(Child-school-parents) 
Response: 
Close 
Distant 
Ambiguous 
Conflictual 
Punch (Questions) 
(7) 
4 
3 
2 
1 
Who understand child better (8) 
Response: 
All of them 4 
Parents 3 
School personnel 2 
None of them 1 
S-l4 PRINCIPAL'S OFFICE TRANSACTIONS 
48-49 Verbal Fluency Total No. Words 
Communication 
(Parents/school) 
Response: 
Supportive 
Instrumental 
Ambiguous 
Conflictual 
(2) 
(3) 
(4) 
4 
3 
2 
1 
Affective relationship 
(Child/School/Parents) 
Response: 
Close 
Distant 
Ambiguous 
Conflictual 
(5) 
4 
3 
2 
1 
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Locat 
2i52 
2:53 
2:54- 
2:57 
2:58 
ion / Variable 
Who is on child's side 
Response: 
All of them 
Parents 
School Personnel 
None of them 
Who is against child 
Response: 
None of them 
School Personnel 
Parents 
All of them 
S-15 SPECIFIC PROBLEM AREAS 
■55-56 Verbal Fluency 
Punch 
4 
3 
2 
1 
4 
3 
2 
1 
Total No. Words 
Changes at home 
Response: 
Related to basic heeds 1 
Playing and games 2 
People's characteristics 3 
Combination of above- 4 
Other 5 
I don't know 6 
Changes at school 
Activities 1 
Environment 
People's characteristics 3 
Combination of above 4 
Other 5 
I don't know 6 
(Questions) 
(6) 
(7) 
(2a) 
(2b) 


